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Professional development (PD) of English as a foreign language (EFL) teachers and lecturers in 
Vietnam has drawn great interest from stakeholders and the public over the past decade, as it 
is a key aspect of the National Foreign Language 2020 Project. However, the literature shows 
that this activity has been under-examined both regionally and nationally. This study examines 
the nature of PD for EFL Vietnamese lecturers of non-English specialized students. The study 
was theoretically underpinned by Cultural-Historical Activity Theory (CHAT) and employed a 
sequential mixed-methods approach. Quantitative and qualitative data was collected from EFL 
lecturers and academic managers at 14 public universities across the country, and national 
educational policies were also examined. Quantitative data was descriptively and inferentially 
analyzed, while qualitative data was thematically analyzed, and policy documents were 
scrutinized using Ball’s (1993) policy analysis framework.  
The findings show that EFL lecturer PD in Vietnam is a politically, socially, culturally and 
historically shaped activity that is fraught with many contradictions. Applying CHAT as the 
theoretical lens through which to view PD in this context reveals that Vietnamese lecturers are 
influenced by cultural expectations and regulated policies that require them to be ethical and 
knowledgeable exemplars, and this shapes their participation in PD. Lecturers appear to be 
confident as change agents in enacting reforms and actively manage to respond to growing 
demands placed on them. The formulation and implementation of national policies show heavy 
top-down impositions, with institutional PD management seriously challenging lecturers’ 
capacity to be authors of their own PD. Access to PD by many lecturers, particularly female 
lecturers, is limited due to the absence of gender considerations and poor enactment of many 
national policies, inadequate remuneration and excessive workloads, and the cultural notion of 
women taking major responsibility for family commitments. The rising demands on lecturers’ 
competencies and accountability in an increasingly globalized and free-market driven world, 
where the English language has become an indispensable currency, pose tough challenges for 






The purpose of this study is to gain a deep insight into the professional development (PD) of 
English as a foreign language (EFL) lecturers in Vietnam. This has been done through an 
examination of the nature of its constitutive components, including lecturers themselves as the 
subject of the PD activity, their goals for PD, resources and other multi-dimensional factors that 
may afford or hinder PD processes, such as policies, communities and the division of 
responsibilities for lecturer PD. The examination was also carried out on the relationship 
between these components and the underlying political, social, cultural and historical factors 
influencing PD in the context of EFL lecturers in Vietnam. This thesis also offers 
recommendations aimed at enhancing the efficiency of PD for EFL lecturers in Vietnam. 
This chapter introduces the thesis. It first gives the necessary background information to 
contextualize the study of the current state of research into PD for EFL lecturers in Vietnam. 
This is followed by outlines of the problem to be addressed, the research questions, the 
research methodology, and the significance of the study. The final section is an overview of 
each of the remaining chapters.  
1.1. Background to the Study  
Vietnamese culture and education, including language education, are greatly connected with 
the country’s thousand-year history of its peoples’ heroic resistance to external invasion and 
occupation (Ngo, 2015; H. L. Pham & Fry, 2004). Vietnam is mostly known to the world through 
its long wars to defend its national territory against various invaders and to regain its 
independence. China, which ruled Vietnam from 111 BC to 938 AD and popularized the Chinese 
language and Confucian culture, was the first encroacher (Holmgren, 1980). Vietnam enjoyed 
freedom from foreign control for almost a thousand years from 939 AD to 1858, during which 
time Buddhism was disseminated, even though the significant influence of Confucianism and 
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the use of the Chinese language continued (Shackford, 1992). Influenced by Confucianism, the 
Vietnamese people valued knowledge, which gradually formed the national traditions of 
studiousness and great respect for teachers and the teaching profession (H. L. Pham & Fry, 
2004). The first higher education institution (HEI) in Vietnam, established in 1076, was 
underpinned by Confucianism (Ngo, 2015). 
The next major invader was the French, who colonized Vietnam for almost a hundred years 
between 1858 and 1954 (Brocheux et al., 2009). In fact, French intervention had started two 
centuries earlier than its official colonization when a French missionary developed the 
Romanized Vietnamese script to replace the previous language of Chinese characters. This was 
the origin of the contemporary Vietnamese language (Lam, 1987). The dissemination of French 
culture and education was conducted through its ‘modernization’ plan to teach the French 
language and history in elementary schools (Shackford, 1992). At the tertiary level, one of the 
two earliest HEIs in Vietnam taught French subjects; in addition, many students were sent to 
France to attend college (Shackford, 1992). This increase in French education significantly 
downplayed the importance of Confucian education and the Chinese language in society. 
Two next decades (1954 – 1975) after the failure of the French colonial occupation was the 
period of the country’s division into halves: the socialist North under the Democratic Republic 
of Vietnam, and the pre-capitalist South under the Republic of South Vietnam (Duiker, 1977). 
Higher education in the North, which was influenced by assistance from the Soviet Union, China 
and the Communist bloc (Morris, 1999), was “highly centralized, narrowly specialized and 
primarily theory-based” (Ngo, 2015, p. 31). Hundreds of students were sent to these 
communist countries to study every year. The dominant foreign language in the North was now 
Russian, and its dominance continued till late the 1980s (Hoang, 2010). In the meantime, the 
South Vietnam “became a client state of the US” (H. L. Pham & Fry, 2004, p. 206). When the US 
adopted policies of making education less elite and more available at all levels, expanding 
higher education, and granting scholarships to thousands of students to attend university in the 
US, English became the most popular foreign language in the South (Hoang, 2010). However, 
after the US was defeated in 1975 and Vietnam was reunified, the status of the English 
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language and American education steeply declined while the Russian language and education 
style increased in popularity countrywide (Hoang, 2010). 
In 1979, the US imposed a comprehensive embargo on Vietnam and maintained it for 15 years 
due to Vietnam’s involvement in Cambodia. Because of this embargo, the disastrous 
consequences of interminable wars, and the decrease in the Soviet Union aid as a result of the 
collapse of the Communist bloc, Vietnam experienced grave difficulties and became one of the 
poorest countries in the world (Stauch, 1994). This grey political, economic and social context 
generated motivations for a new economic policy of Đổi mới (Renovation), which was 
introduced in the Sixth Communist Party Congress in 1986 and allowed “market forces to 
operate in most sectors of the economy” (Stauch, 1994, p. 1010). At the same time, the 
Vietnam Government exercised an open-door policy, marking the return of the English 
language. 
A flying start to the internationalization of higher education in Vietnam occurred in 2007. As 
part of its agreement to be accepted as a member of the World Trade Organization (WTO), 
Vietnam was obliged to commit to foreign competition in higher education (Welch, 2010), 
which led to dramatic changes in this sector. Vietnam now has 236 universities throughout the 
country (Australian Government, 2018). Based on ownership, Vietnamese HEIs are classified 
into two types: public HEIs (171 institutions established, invested in and owned by the State 
Government), and private HEIs (65 institutions established, invested and owned by domestic or 
foreign individuals, groups of individuals, or socio-occupational organizations) (Australian 
Government, 2018). In order to create fair competition between the types, the Vietnam 
Government adopted several policies on public institutions, including reducing state investment 
and management, charging students tuition fees, and granting institutions greater autonomy 
(Ngo, 2015). Previously, public institutions were centrally managed and fully funded. 
Internationalization was demonstrated to be an effective tool to enhance the quality of HEIs in 
Vietnam (Duong & Chua, 2014; D. P. Nguyen, Vickers, Ly, & Tran, 2016).  
Over the three decades since the introduction of the open-door policy, Vietnam has developed 
diplomatic relationships with 187 countries (Ministry of Foreign Affairs, 2016) and become a 
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member of 63 international organizations and 500 non-governmental organizations (Ministry of 
Foreign Affairs, 2017). Hundreds of international organizations and foreign enterprises are now 
situated in Vietnam, and it has hosted numerous international events, such as the Asia-Pacific 
Economic Cooperation Forum – APEC 2006 and 2017; Inter-Parliamentary Union – IPU 2015; 
the World Economic Forum on ASEAN – WEF ASEAN 2018; and the Second US–North Korea 
Summit 2019. These activities affirm Vietnam’s increasing confidence and determination to 
pursue a policy of international integration. 
Along with Vietnam’s increasing globalization, the English language has become a vital tool of 
international communication and one of the keys to opening Vietnam to the world. The 
teaching and learning of English have thus attracted particular interest and investment from the 
Government and gained massive public support. It has been a compulsory subject in the 
national education system since the early 1990s and is now taught and studied at all 
educational levels, having achieved the status of the foreign language most chosen at the 
tertiary level. Throughout the country, thousands of centers for English training have been 
established in response to the public’s rapidly growing interest in learning English. Numerous 
policies on the education of the EFL teaching force have been issued. The most influential policy 
of concern to EFL lecturers is Project 2020, which is the short name for Teaching and learning 
foreign languages in the national educational system in the period of 2008 –2020. This policy 
can be seen as the Government’s preparation for the educational system to internationalize 
and compete globally. Duong and Chua (2014) consider the Government’s stress on English as 
“a symbol of internationalization in higher education” (p. 669). Project 2020 sets the ambitious 
goal of: 
Comprehensive renewal of foreign language teaching and learning in the national education 
system, implementing new programs of teaching and learning foreign languages at every 
education level and training degree, which aims to achieve a significant progress in the level and 
capacity to use foreign languages of human capital by 2015, especially for a number of priority 
areas; by 2020, the majority of Vietnamese young people graduating from vocational schools, 
colleges and universities will have sufficient foreign language ability to use independently and 
confidently in communication, study and work in an integrated, multilingual and multicultural 
environment; making foreign languages a strength of Vietnamese people, serving the cause of 
industrialization and modernization of the country (Vietnam Prime Minister, 2008, p. 1). 
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As a strategy to attain this goal, Project 2020 stresses the development of competencies for EFL 
teachers and lecturers in all levels of every educational institution throughout the country. 
Therefore, the EFL teaching force is provided annually with opportunities for training in aspects 
such as language skills; teaching and research methodologies; technology in language teaching; 
assessment of language learners; curriculum development; and classroom management. 
However, along with these opportunities have emerged numerous issues related to the 
formulation and enactment of the policy and its application in practice. These are examined in 
Chapter Five. 
The above brief description of several milestones of Vietnamese history endorses Denham’s 
(1992) statement: “Vietnam’s linguistic history exemplifies the close relationship between 
language and politics” (p. 61). More broadly, this historical description shows the complexity of 
the interconnectedness between politics, society, culture and language, which is investigated in 
this study through an examination of PD of EFL lecturers in Vietnam. 
As an EFL school teacher, university lecturer and academic manager for 17 years, I was involved 
in PD events over an extensive period of time mostly as a participant. The limited professional 
benefits I gained from these PD experiences, along with the difficulties I encountered in 
accessing them, and my dissatisfaction with the overall experience, piqued my interest in 
developing a deeper understanding of the wider cultural and historical context of PD for EFL 
lecturers in Vietnam. This study afforded an ample opportunity for me to have a brief insight 
into PD of EFL teachers and lecturers in diverse contexts and a deep insight into this field in 
Vietnam. 
1.2. Statement of Problem 
Richards and Farrell (2005) argue that if EFL teachers are to maintain interest, creativity and 
enthusiasm in their profession they need regular opportunities to update their professional 
knowledge and skills and expand their roles and responsibilities over time. PD becomes 
indispensable, particularly in this era of educational internationalization when increased 
demands and accountability are imposed on teachers and lecturers. The growing body of 
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research on PD in educational contexts indicates how employers are increasingly organizing 
refresher courses and EFL teachers are taking up opportunities for PD.  
International research into PD shows five broad themes:  
1. Policy on PD (AITSL, 2018; OECD, 2018; Tarhan, Karaman, Kemppinen, & Aerila, 2019)  
2. PD models (Abbasian & Esmailee, 2018; Girma, Wubshet, & Menuta, 2019; Hooker, 
2017)  
3. Factors affecting participation in PD (Adu & Okeke, 2017; Zein, 2016; Zhao, 2017) 
4. Individual needs for PD (Badri, Alnuaimi, Mohaidat, Yang, & Rashedi, 2016; Sağır, 2014; 
Zein, 2017) and 
5. Effects of PD on teachers, teaching and student learning (Coburn, 2016; Mohan, Lingam, 
& Chand, 2017; Nair, 2016).  
PD research in Vietnam mainly follows three themes:  
 Policy on PD (T. T. N. Bui & Nguyen, 2016; Hoa Thi Mai Nguyen & Bui, 2016; V.-T. 
Nguyen, 2018) 
 PD models (C. V. Le, 2018; N. T. H. Nguyen, 2018; N. T. H. Pham, 2018).  
 PD as a practice (Hoa Thi Mai Nguyen & Nguyen, 2019; Hoa Thi Mai Nguyen, Phan, & Le, 
2020; H. T. T. Tran, 2016). 
A comprehensive review of the literature on PD in EFL education, and in Vietnam in particular, 
is presented in Chapter Two. Studies show that PD for EFL teachers is a “political and culturally 
situated phenomenon” (H. T. T. Tran, 2016, p. 238), constrained by cultural factors (Cho, 2014; 
Huong T. M. Nguyen, 2014) and socioculturally mediated (Chen, 2017). PD in Vietnam is 
undoubtedly shaped more by these factors, with history showing that major changes in the 
politics of the nation have led to significant societal changes. The implementation of Project 
2020 has turned much attention to the educational system and English in particular, as it is 
seen as a tool that will support Vietnam to internationalize and compete globally.    
An examination of professional development for lecturers of English in Vietnam is crucial 
However, the literature indicates a paucity of Vietnamese research into the PD of EFL teachers 
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and lecturers and in particular, research that examines the complex relationships detailed 
above. There is a dearth of domestic studies that specifically examine EFL lecturers of non-
English specialized students across regions of the country, even though this group comprises 
the majority of the tertiary EFL teaching force. It can be argued, therefore, that the intrinsic 
nature of PD at universities in Vietnam, particularly the political, social, cultural and historical 
dimensions of this activity, has not yet been revealed; and the contradictions and tensions 
inherent in this activity have not yet been fully addressed. These are the gaps that desperately 
need to be filled with further research.  
1.3. Research Questions  
With the desire to contribute to filling the gaps that exist in scholarly literature, and to address 
the practical need to obtain a deep insight into the PD of tertiary EFL teachers in Vietnam, this 
study aimed to investigate the nature of PD for EFL lecturers of non-English specialized students 
in various regions of Vietnam. The central focus was to examine the political, social, cultural 
and historical factors that underlie this activity. In order to accomplish this purpose, this study 
sought answers to an overarching research question: 
What are the political, social, cultural and historical dimensions of PD for EFL lecturers of 
non-English specialized students in Vietnam? 
This main question is specified by two sub-questions. The first sub-question mainly addresses 
the political dimensions, while the second sub-question helps to uncover the other dimensions 
of the PD detailed above: 
How and in what ways does Vietnamese Government policy shape lecturer PD? 
How do lecturers and academic managers view lecturer PD in Vietnam? 
The 125 participants in this study included lecturers of non-English specialized students, a group 
that is a substantial majority of the tertiary EFL teaching force in Vietnam, and academic 
managers who had managerial roles in faculties of foreign languages. The non-English 
specialized students referred to in this study were the undergraduates who majored in a 
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discipline other than English and learnt English as one of the subjects constituting their course 
at university. The participants in this study were working at 14 different public universities 
situated in the three geographical regions of Vietnam (the North, the Centre and Western 
Highlands, and the South), which are shown in Figure 1.1, a map of Vietnam. 
 
Figure 1. 1 Map of three regions of Vietnam (Adapted from Haiausolution, 2019) 
1.4. Research Methodology Outline 
Positioned in the relativist ontology and constructionist epistemology, this study was 
theoretically underpinned by the Cultural-Historical Activity Theory (CHAT) (Engeström, 1987; 
Leontyev, 1981; Vygotsky, 1978), a theory that centres on the cultural and historical basis of 
human activities (Foot, 2014). Methodologically, this study employed a sequential mixed-
methods approach that required two quantitative and qualitative phases. Processes of 




Figure 1. 2 Processes of collecting and analyzing data 
1.5. Significance of the Study 
The findings of this study may benefit several stakeholder groups. The research deals with 
national policy and PD practice of EFL lecturers of non-English specialized students in Vietnam. 
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It is important to note that little research is available that offers a national scope of the PD of 
this population. This study is significant because it gives lecturers the opportunity to voice their 
opinions about the policies imposed on them and their insights into their PD practice. 
Educational managers, PD program designers, PD trainers and organizers of PD events may find 
the knowledge generated by this study useful for appreciating lecturers’ aspirations for PD, and 
the obstructions that impede their PD processes. It also has significant potential as a source of 
information for future policymaking. 
This study contributes to relieving the dearth of research into PD for Vietnamese EFL lecturers 
of non-English specialized students. It should benefit EFL lecturers both directly and indirectly. 
Directly, it may allow them to become more aware of their PD needs and what is behind the 
growing demands placed on them. It will also provide them with more knowledge about the 
situations and motivations that their colleagues in different locations of the country experience. 
Indirectly, the findings of this study will inform future PD policies related to the management 
and training of EFL lecturers. Students might also benefit as a result of their lecturers’ 
involvement in appropriate PD. 
This study also explores the application of Cultural Historical Activity Theory as a theoretical 
framework for research into PD in the context of Vietnam. CHAT is rarely found in studies of 
Teaching English to Speakers of Other Languages (TESOL), and the application of CHAT in this 
study makes a significant contribution to knowledge and original thought in this area. CHAT 
provides an innovative and strong multidimensional framework within which to locate lecturer 
PD. Providing such a clear exposition of this theory's use and usefulness, the study may lead to 
other TESOL scholars taking up this framework to study teacher PD in a wider range of contexts. 
The practical and theoretical limitations revealed in this study may form the basis for future 
research in this area. 
1.6. Thesis Overview 




Chapter Two – Literature Review – evaluates previous research in the field of PD for EFL 
teachers and lecturers to provide background information and establish this study as a link in a 
chain of research that enlarges knowledge in this field. 
Chapter Three – Theoretical Framework – offers insights into why and how the Cultural-
Historical Activity Theory (CHAT) was employed in this study and the analytical principles used 
to corroborate it. 
Chapter Four – Methodology – locates this study ontologically and epistemologically, 
elaborates on the chosen research approach, i.e. the sequential mixed methods, and details the 
methods adopted for collecting and analyzing data.     
Chapter Five – Analysis of Impacts of Policies on Lecturer PD – examines current national 
education policies related to PD of EFL lecturers in Vietnam, with an additional focus on Project 
2020. 
Chapter Six – Description and Analysis of Quantitative Data – addresses four aspects of EFL 
lecturer PD, including perceptions of the roles of PD in lecturers’ teaching careers, lecturers’ 
frequencies of involvement in PD, the factors influencing lecturers’ involvement in PD, and 
lecturers’ identified PD needs. 
Chapter Seven – Description and Analysis of Qualitative Data – further deepens an 
understanding of participants’ perceptions of the importance of PD, their expressed PD needs, 
the factors influential in their PD involvement, and institutional PD support and management. 
Chapter Eight – Discussion – analyzes and discusses major findings recorded in three analysis 
chapters. The findings identify four major themes for discussion: lecturers as model ethical and 
knowledgeable individuals; lecturer agency; lecturers’ access to PD; and impacts of the 
Neoliberal agenda on lecturers’ work. 
Chapter Nine – Conclusion – assesses practical and theoretical implications of the points raised 
in Chapter Eight, and makes recommendations for a better practice of EFL lecturer PD. It also 
addresses the limitations exposed in this study and offers directions for future research. 
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In summary, this chapter establishes the context for this study by providing background 
information, outlining and evaluating the current state of research into EFL lecturer PD in 
Vietnam, and identifying the gaps that need to be addressed. It also states the purpose and 
significance of the study, outlines the research methodology and the thesis structure. Chapter 







This chapter presents research in the field of professional development (PD) in education in 
order to identify emerging themes, the knowledge that has been established, and the issues 
that remain under-examined, and thus the knowledge gap that this study could contribute to. A 
review of how educational scholars around the world conceptualize quality PD is critical for this 
study’s appreciation of high standard PD and its perceptions of PD from diverse contexts. 
The literature review focused on studies that have examined EFL PD for both school teachers 
and university lecturers in order to capture a wider picture of EFL education in diverse contexts. 
Furthermore, many lecturers typically begin their teaching careers as school teachers. 
The chapter is framed in four sections. Section 2.1 locates PD in the field of education by 
identifying conceptions of PD, the key functions of PD, and the characteristics of quality PD that 
are relevant to my research. Section 2.2 reviews published studies of the PD for teachers and 
lecturers in international contexts. Section 2.3 concentrates on studies of the PD for EFL 
teachers and lecturers in the three countries that share borders with Vietnam: Cambodia, Laos, 
and China. Section 2.4 examines studies into the PD of EFL teachers and lecturers in Vietnam.  
2.1. Professional Development in Education  
2.1.1. Conceptions of PD 
Professional development is also known as staff development, in-service training (INSET) (Yan & 
He, 2014), continuing professional development (CPD) (Harland & Kinder, 1997), continuing 
education (Mizell, 2010), and professional learning (Husu & Clandinin, 2019). PD has been 
conceptualized in various ways but in a broad sense it refers to a person’s improvement in 
terms of his/her professional position (Villegas-Reimers, 2003). Mizell (2010) refers to PD as 
“many types of educational experiences related to an individual’s work” (p. 3), which people of 
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various professions and businesses participate in to learn and apply new knowledge and skills 
that will improve their performance on the job.  
PD in education is associated primarily with three personnel groups: educational managers, 
administrative staff, and teaching staff. This study deals with the third group. Teacher PD is 
defined by Glatthorn (1995) as “the professional growth a teacher achieves as a result of 
gaining increased experience and examining his or her teaching systematically” (p. 41). Diaz-
Maggioli (2003), who relates PD to student learning, argues that PD is “an ongoing learning 
process in which teachers engage voluntarily to learn how best to adjust their teaching to the 
learning needs of their students” (p. 1). Giving special focus on formal training, the Great 
Schools Partnership (2013) outlines PD as “a wide variety of specialized training, formal 
education, or advanced professional learning intended to help administrators, teachers, and 
other educators improve their professional knowledge, competence, skill, and effectiveness” (p. 
1). For Mizell (2010), PD refers to not only formal activities, such as conferences, seminars, 
workshops, collaborative learning among members of a work team, or a course at a college or 
university, but also informal activities, such as discussions among work colleagues, independent 
reading and research, observations of colleagues’ work, or other learning from peers. Similarly, 
teacher PD is described by the Organization for Economic Cooperation and Development 
(OECD) (2009) as “activities that develop an individual’s skills, knowledge, expertise and other 
characteristics as a teacher” (p. 51). In its definition, OECD does not specify what constitutes 
PD, but it does emphasize its developmental benefits for individual teachers. In the current 
context of educational reforms across countries, the conceptualization of PD retains its major 
focus around the enhancement of the quality of teaching and student learning. For example, 
Wilson (2015) compares PD to a wide range of activities and practices that “develop teachers’ 
professional thinking and practice, and enhance the quality of teaching and learning” (p. 1). 
Husu and Clandinin (2019) consider PD a process in which teachers “undertake different 
activities from which to learn and generally experience the need to learn to do their work 
better” (p. 4). 
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This study is informed by the concepts of PD developed by Mizell (2010), OECD (2009), Wilson 
(2015), Husu and Clandinin (2019) as elaborated above. These scholars defined PD as a wide 
range of activities that cultivate various professional attributes of a teacher and help them 
enhance the quality of teaching and student learning. This study conceptualizes PD as activities, 
which can be formal and informal, individual and collective, that develop lecturers’ professional 
knowledge and skills. Furthermore, this study examines the EFL lecturer PD activity within a 
complex social context of language education reforms, and is theoretically underpinned by 
Cultural Historical Activity Theory (CHAT). This theory seeks to understand human activity in the 
society and culture in which it evolves historically (Igira & Gregory, 2009). Therefore, PD is 
considered to be composed of various elements and underpinned by multiple values that may 
afford or constrain lecturers’ objectives of improving their professional expertise, teaching 
practices and student outcomes. 
2.1.2. Key Functions of PD  
It is widely acknowledged that what pre-service teachers learn at universities cannot 
adequately prepare them for the entirety of their professional lives. Richards and Farrell (2005) 
argue “not everything teachers need to know can be provided at pre-service level” (p. 1). 
According to OECD (2009), “No matter how good pre-service training for teachers is, it cannot 
be expected to prepare teachers for all the challenges they will face throughout their careers” 
(p. 49). Similarly, Mizell (2010) states that “college and university programs cannot provide the 
extensive range of learning experiences necessary for graduates to become effective public 
school educators”. Echoing this view, Schleicher (2016) argues, “Many, if not most, of the key 
attributes and skills of successful teachers will only become evident once teachers begin 
working in the classroom. Formal, measurable skills are necessary but not sufficient” (p. 9).  
Moreover, the nature of “professional knowledge seems to be a kind of transient knowledge” 
(Meng & Tajaroensuk, 2013a, p. 1357), which needs regular cultivation to be maintained and 
sharpened to respond to the inevitable change of societal needs. In the field of language 
teaching, teachers frequently confront “challenges as a result of changes in curriculum, national 
tests, and student needs” (Richards & Farrell, 2005, p. vii) throughout their teaching careers. 
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Therefore, PD is indispensable, and “educators who do not experience effective professional 
development do not improve their skills, and student learning suffers” (Mizell, 2010, p. 6). 
In discussing the importance of teacher PD, scholars across contexts (CESE, 2014; OECD, 2009; 
Villegas-Reimers, 2003) unanimously agree that teacher PD brings about positive effects on 
teachers personally and professionally, and also effects student learning and the institutional 
and national implementation of educational reforms. Villegas-Reimers (2003) review of 
international literature in teacher PD concludes that PD “has a significant positive impact on 
teachers’ beliefs and practices, students’ learning, and on the implementation of educational 
reforms” (p. 19). An examination of the overall impact of PD carried out by the Centre for 
Education Statistics and Evaluation (CESE) (2014) indicates that “providing professional 
development to teachers does have a positive effect on student outcomes” (p. 2). CESE (2014) 
details that this effect occurs through three steps: PD enhances teacher knowledge and skills; 
better knowledge and skills improve classroom teaching; and improved classroom teaching 
raises student outcomes. 
The OECD (2009, p. 49) identifies teacher PD as serving the following eight roles:  
• To update individuals’ knowledge of a subject in light of recent advances in the area 
• To update individuals’ skills, attitudes and approaches in light of the development of 
new teaching techniques and objectives, new circumstances and new educational 
research 
• To enable individuals to apply changes made to curricula or other aspects of teaching 
practice 
• To enable schools to develop and apply new strategies concerning the curriculum and 
other aspects of teaching practice 
• To exchange information and expertise among teachers and others, e.g. academics, 
industrialists 




PD for tertiary teaching staff is even more critical as higher education is highly prone to 
economic, social and technological changes, yet at the same time seen “as a driver for 
economic and societal development” (Jacob, Xiong, & Ye, 2015, p. 4). As McInnis (2003) puts it, 
“The clearest indication of change is the commonplace use of technologies in lecture theatres 
and laboratories, and the routine design of courses on the assumption that students will have 
ready access to the internet” (p. 2). Additionally, because higher education institutions (HEI) 
provide research that enables innovation in many countries (Blair & Persson, 2002), it is their 
mission to improve their teaching staff so that they can both respond to and initiate changes. 
PD at this level is therefore essential. 
A close look at lecturers’ professional responsibilities shows that, in addition to their primary 
duties of teaching and research, higher education lecturers are responsible for a large variety of 
other tasks, such as student assessment, curriculum development, writing teaching materials. 
Their pre-service training may provide them with basic knowledge of these areas, but when it 
comes to practice, they need to be further trained to ensure the accomplishment of their duties 
(Schleicher, 2016). For EFL lecturers in particular, PD is also needed “to enable them to help 
their students develop proficiency in the target language and an understanding of the cultures 
associated with that language” (Diaz-Maggioli, 2003). EFL teacher educators in H. T. T. Tran’s 
(2016) study reported that PD was enormously important to them personally and 
professionally, particularly in four aspects: (1) updating their content knowledge and teaching 
skills, (2) improving their teaching effectiveness, (3) supporting their professional needs and 
goals, and (4) improving their teaching confidence and motivation. My study assumes that 
teaching practitioners’ perceptions of the importance of PD partly effect their frequencies of 
involvement in PD and the effectiveness of this activity. However, little research has examined 
their perceptions, leaving a gap to be occupied by the current study. 
Professions of any kind are always changing. With evidence indicating the critical importance of 
PD to institutions, teachers, lecturers, and students, it should be an integral part of teachers’ 
and lecturers’ careers, but not as a task that can ever be completed; rather it should be a 
constant process that is regularly addressed throughout their careers formally and informally, 
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collectively and individually. PD plays a pivotal role and as such research that aims to improve 
practice and contribute to scholarly knowledge in this field is always essential and needs to be 
ongoing. The critical importance of PD as a constant and ongoing process inspired me to 
undertake research in this area. 
2.1.3. Characteristics of Quality PD  
The implementation and effectiveness of PD are of widespread concern in the literature 
because research reveals that PD is often of inferior quality, which is caused primarily by the 
disconnectedness between the provision of PD and teachers’ practices. Sparks (2002), for 
example, argues that “professional development as it is experienced by most teachers and 
principals is pretty much like it has always been, unfocused, insufficient, and irrelevant to the 
day-to-day problems faced by front line educators” (p. 7). Maggioli (2005, pp. 1, 2) identifies 
nine problems of PD that affect teachers: 
 Lack of adequate preparation for trainers  
 Lack of systematization of PD efforts  
 Lack of time  
 Lack of money  
 Abundance of courses to choose from  
 Lack of recognition and incentives  
 Lack of support and follow up  
 Low motivation on the part of teachers  
 Inadequate timing of PD opportunities 
This finding is further supported by Boston Consulting Group (2014) study to help improve PD 
for teachers in Boston, which concluded:  
Too many current professional development offerings are not relevant, not effective, and most 
important of all, not connected to their core work of helping students learn. … [Therefore] large 
majorities of teachers do not believe that professional development is helping them prepare for 
the changing nature of their jobs. (p. 3)  
Similarly, a report on teacher PD by Darling-Hammond, Hyler, and Gardner (2017) identified 
that “many PD initiatives appear ineffective in supporting changes in teacher practices and 
student learning” (p. v). These findings are supported by Ash-Shareef and Al-Sowat (2018), who 
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found training programs for EFL teachers in Saudi Arabia share several negative characteristics 
that limit effectiveness, for example, no needs analyses, no plans, short duration and too much 
focus on theory.  
Drawing on the common limitations of PD in education as revealed in the literature, scholars 
have proposed criteria for quality PD. They call for compliance from stakeholders due to the 
critical roles this activity plays in educational life. For example, Sparks (2002) identifies five 
criteria for effective teacher PD, which: 
 Focuses on deepening teachers' content knowledge and pedagogical skills 
 Includes opportunities for practice, research, and reflection 
 Is embedded in educators' work and takes place during the school day 
 Is sustained over time 
 Is founded on a sense of collegiality and collaboration among teachers and between teachers 
and principals in solving important problems related to teaching and learning. (p. 17) 
Agreeing with Sparks (2002) on the notion of collaboration, Maggioli (2005) suggests seven 
additional components for quality PD: (1) a growth-driven approach; (2) collective construction 
of programs; (3) inquiry-based ideas; (4) tailor-made techniques; (5) varied and timely delivery 
methods; (6) adequate support systems; and (7) andragogical perspective.  
In addition to the characteristics just mentioned, recent proposals for quality PD include 
teacher agency and instructor quality. For example, Bayar (2014), looking into key components 
of an effective teacher PD activity, has proposed that a quality PD activity needs to satisfy six 
conditions: a match to existing teacher needs; a match to existing school needs; teacher 
involvement in the design/planning of PD activities; active participation opportunities; long-
term engagement; and high-quality instructors.  
As a further example, a literature review by Darling-Hammond et al. (2017) concludes that 
effective PD (1) is content focused; (2) incorporates active learning; (3) supports collaboration; 
(4) uses models of effective practice; (5) provides coaching and expert support; (6) offers 
feedback and reflection; and (7) is of sustained duration. 
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There is a consensus in international scholarship that characteristics of good PD provision 
include strong links to local contexts and educator practices that are sustained over time. 
Recent research has also found that promoting participant agency is a vital element to ensure 
high quality PD. These characteristics are examined in-depth in this review of literature on EFL 
PD. The characteristics of quality PD detailed above are applied in this study in order to inform 
the examination of the PD that Vietnamese EFL lecturers experienced. The following section 
considers PD of teachers and lecturers in international contexts. 
2.2. Teacher and Lecturer PD in International Contexts 
PD of teachers and lecturers is a topic of research interest around the world. A review of the 
literature discloses five prevailing focus areas: policies, models, influences, needs, and effects. 
Relevant studies of each area are evaluated and synthesized in this section. 
2.2.1. Policies on PD 
Reviewing research into PD policies reveals that “nations around the world are currently 
embarked in deep reforms of their education systems” (Bautista & Ortega-Ruiz, 2015, p. 240), 
that are “rooted in the “raising standards” and “managerialist” projects” (Bolam, 2000, p. 267). 
In these reforms, teacher PD is identified as a key for success. However, studies into PD policies 
reveal that these reforms or rules, as conceptualized by CHAT, do not really mediate teachers’ 
needs or improve their professional expertise or student learning. Bolam (2000), who reviewed 
the impact of policy changes on PD in England and Wales, argued that “the pendulum has 
swung too far towards system-led training” (p. 267) while reasserting the importance of 
individual PD. “System-led training” may be considered as PD schemes imposed from above 
(Snoek, 2010) that lead to teachers’ and lecturers’ performative learning rather than their 
professional learning (Lloyd & Davis, 2018).  
Performative learning is a form of teacher learning which is commonly found in the 
international context of employing neoliberal principles in education (Lloyd & Davis, 2018). 
While this form of learning is thought to meet the expectations of educational managers and 
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employers, it has been criticized for failing to address teachers’ needs. For example, with the 
aim at assessing the effect of educational policies on teacher PD in Sweden, Norway, Finland, 
and Australia, Hardy (2010) found that PD policies across these countries are “productive of 
teachers’ collective focus upon student learning” (p. 2); however, these policies increasingly 
contribute to “the development of educational practices reflective of national and international 
pressure to account for performance – a concern for ‘measurability’” (p. 2). Correspondingly, 
examining resources for teacher PD as a result of reforms, refresher courses for example, 
indicates that these tools (in CHAT terms) do not produce expected outcomes. Bautista and 
Ortega-Ruiz (2015), who described the perspectives and approaches to teacher PD of five 
nations (United States, Australia, Hong Kong, Finland, and Singapore), seem to oppose this 
notion, suggesting that “much of the PD offered to teachers is inefficient, having small or no 
effect on teaching practices and/or student learning” (p. 240). This finding is in line with those 
of Gökmenoğlu and Clark (2015), who evaluated PD programs in support of Turkish national 
reforms and found that PD activities only moderately satisfied teachers, whose relatively low 
enthusiasm for mandatory, centrally designed training was attributable to ‘reform fatigue’.  
Evidence from policy studies shows that the neoliberal direction of these educational reforms, 
positions teachers as a tool within the reform agenda, and the goal of PD is not to meet their 
needs. In the managerial culture of Neoliberalism, those things which are measurable seem to 
outweigh anything that is hard to measure, such as teacher quality. Further research that 
supports this argument includes a critique of education marketization policy by Darling-
Hammond and McLaughlin (2011), who argue that PD policies in the era of reforms have 
succeeded in teachers learning “the skills and perspectives assumed by new visions of practice” 
(p. 81) and unlearning “the practices and beliefs about students and instruction that have 
dominated their professional lives to date” (p. 81). This argument is comparable to the findings 
recorded in Guo and Yong’s (2013) study of PD policies and teacher practices in China: 
“Teachers' learning was perceived as a useful means to offset the insecurity of their careers, 
but not closely related to children's learning” (p. 88).  
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Overall, worldwide studies point to the impact on teacher and lecturer PD of policies influenced 
by the global trend of education marketization. However, the literature reveals only limited 
research into policy at the levels of text, discourse and effect (Ball, 1993), extending this 
research could uncover the relationships between policy and the PD of teachers and lecturers 
in the current context. This study contributes to this literature as an examination of both policy 
and the PD of teachers and lecturers is targeted in this study. Studies of PD models employed in 
the era of educational reforms are reviewed next. 
2.2.2. PD Models  
Studies into PD models commonly deal with participants’ perceptions of a particular PD activity 
or their preferences for PD activities. In relation to the critical components of CHAT, PD models 
are regarded as tools that help teachers reach their object, in this context that is improving 
their professional knowledge and skills. Studies into PD models provide useful understandings 
regarding of how effective particular tools are, and what types of tools teachers want to take 
up. In relation to the first theme, Meng and Tajaroensuk (2013b) investigated the effectiveness 
of a workshop developed for tertiary EFL teachers PD in China. They concluded that “this 
workshop was effective and could smoothly lead the participants to the follow-up teaching 
practice” (p. 44). The beneficial effects of workshops as a form of teacher PD were also noted 
by OECD (2014). 
In research to understand the factors affecting teachers’ engagement in informal interaction for 
professional learning, Rogers (2014) argued that these influences should not be considered as a 
group of independent factors but “as interdependent factors in a constant state of change … 
[and] the engagement in, and outcomes from, any interaction cannot be predicted or 
controlled but can be influenced” (p. iv). Carpenter (2016) examined participants’ perceptions 
and motivations for attendance at Edcamp as an ‘unconference’ teacher PD model. The author 
reported that colleagues’ recommendations, anticipated learning and the desire to network 
and collaborate constituted primary motivations for teachers’ participation. Participants highly 
rated Edcamp as a PD model with a positive environment, participant autonomy, and 
integration of technology. 
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Voogt et al. (2015) investigated teacher learning through collaborative design of curricular 
materials in various worldwide locations. They identified that situatedness, agency and the 
cyclical nature of learning and change were key features of learning in collaborative design 
processes. Abbasian and Esmailee (2018) suggest it would be feasible and effective to conduct 
and internalize peer-coaching in Iranian EFL settings as this form of PD “entailed statistically 
significant developments in many categories of teachers’ professional identity as well as in the 
students’ academic achievements” (p. 150). Iranian EFL teachers also “developed professionally 
through work, formal education, and attending and presenting at continuing professional 
development events” (Alibakhshi & Dehvari, 2015, p. 18).  
These studies into participants’ perceptions of PD models illustrate that participants always 
benefited from them and highly valued their experience when learning activities were well 
organized with due consideration of participants’ agency and autonomy, positive learning 
environments, and opportunities for collaboration. These findings are in line with Leontyev’s 
(1981) argument that an activity system will have more chance to successfully complete its 
cycle if participants’ agency is motivated towards achieving the goal. 
In relation to teachers’ preferences for PD activities, Yumru (2015), who aimed to identify EFL 
teachers' preferences for teacher learning activities in Turkey, reported that “teachers value 
practical and experiential activities that help them to learn how to observe and assess their 
teaching practices and themselves as teachers” (p. 178). Another study with a similar focus in 
an Ethiopian context found that “the majority of EFL teachers preferred short-term trainings 
and workshops as their CPD [continuing professional development] activity” (Girma et al., 2019, 
p. 33). Workshops were also found to be teachers’ most preferred PD formats by Karabenick 
and Conley (2011), even though current PD in their context did not include follow-ups and 
needs designed to reflect teachers’ preferences. Girma et al. (2019) recommend establishing 
evaluation mechanisms on teacher PD that are connected to teacher appraisal and career 
development. Yumru (2015) suggests that in-service teacher training guidelines identify teacher 
needs and organizational features, match the content focus of programs to the strategies used 
by trainers, establish a school culture of empowerment, and build local teacher networks. 
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These studies are limited to identifying the models that teachers prefer. A CHAT analysis would 
detail why teachers like particular models by uncovering the factors that underlie their 
preferences, such as local cultures or social contexts. In my study I apply a CHAT lens to address 
this gap in the literature. 
Such international studies in the context of performativity, where PD events are increasingly 
reflecting managers’ expectations, show that teachers and lecturers keep requesting PD 
activities that are connected with their professional needs and teaching practices. My study 
assumes a non-alignment between teachers’ preferences for PD activities and the PD activities 
they are frequently involved in either as a last choice or because they were imposed on them. 
In addition, my study examines discourses surrounding the PD activities that lecturers 
participate in, which seem to be under-examined in current studies into PD models. 
2.2.3. Influences on Participation in PD 
The literature shows a substantial number of studies investigating factors affecting teachers’ 
and lecturers’ PD undertakings. These include workloads and time; funding resources; refresher 
courses; institutional contexts; personal factors; and family commitments.  
Workloads and time are identified across a range of contexts as prominent factors that 
hindered teachers engaging in PD. A cross-country OECD (2009) study indicated that 47 percent 
of participating teachers reported their work schedule conflicted with PD events. Sansom 
(2013), in an attempt to enhance the effectiveness of EFL Chinese lecturers’ PD, arrived at a 
similar finding, with 49 percent of participants in his study reporting they had encountered 
challenges with time. These findings are congruent with those identified by Hartono (2016), 
who found that heavy teaching loads and time management were major challenges for 
participation of EFL Indonesian lecturers in PD. Other studies have also reported that teachers’ 
workloads were so heavy that they could hardly arrange any time to get involved in PD 
activities to further develop their professional capacities (Adu & Okeke, 2017; Leibowitz, 
Winberg, Bozalek, & Schalkwyk, 2014; Sinyangwe, Billingsley, & Dimitriadi, 2016). This obstacle 
as conceptualized through CHAT is an external contradiction between teachers’ PD activity and 
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their teaching activity, which can only be resolved by adjusting the division of labor of the latter 
activity. 
Funding resources for PD are recorded by a range of studies as another major factor impacting 
teachers’ participation in PD. Research indicates that the availability of funding, conceptualized 
as a tool in CHAT, varies between contexts due to either a shortage or unequal division of 
resources. Research reveals that teachers in most contexts face a shortage of funding, which 
considerably impedes their participation in PD. The fact that teachers had to fully or partly pay 
for course fees, travel and accommodation expenses caused them deep concern about whether 
to enroll in courses (Bayar, 2013; Goodall, Day, Lindsay, Muijs, & Harris, 2006). Finance was 
identified by more than 90 percent of Kenyan school teachers as a significant challenge to their 
involvement in PD (David & Bwisa, 2013). For similar reasons, teachers in Ethiopia rarely 
engaged in training and workshops (Alemu, 2013), and stand-alone and degree courses were 
the only two PD activities that English teachers in Mexico had experienced (R. Roux & 
Valladares, 2014). By contrast, teachers in the wealthy UAE were reported to have high rates of 
participation in PD, such as week-long workshops and in-school teacher networks (Buckner, 
2016). 
Refresher courses, including contents and venues, are also key factors that researchers 
considered. The OECD (2009) reported that 42 percent of PD participants complained that they 
were not offered suitable PD, and that PD was top-down, compulsory and did not address 
individual needs. Raza (2010) identified numerous drawbacks of refresher courses, such as 
restricting or preventing teachers’ autonomy, not referencing teachers’ prior knowledge and 
experience, giving teachers inadequate time to pursue PD, teachers’ voice being unheard, and 
their needs being undervalued. These findings are another example showing the neglect of 
teachers’ agency in determining PD, resulting in failure or the limited success of refresher 
courses to meet teachers’ needs. 
According to Sinyangwe et al. (2016), “The majority of [participating] teachers’ responses 
deliberated on the point that CPD should be designed to address teachers’ needs” (Sinyangwe 
et al., 2016, p. 4). Teachers would be more likely to participate if the content was realistic and 
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relevant to their needs and if the courses provided opportunities to share their ideas (Adu & 
Okeke, 2017).  
Many recent studies also indicated that the inferior quality of refresher courses discouraged 
teachers from participating in this type of PD. For example, Buckner (2016) expressed concern 
that existing professional development offerings in the UAE were “repetitive or irrelevant and 
that there are few incentives associated with attending training courses” (p. 1). In Oman, PD for 
English lecturers was “conducted on a very ad hoc basis and mainly took the form of one-off 
sessions, conferences and workshops” (Ghatrifi, 2016, p. 5). Appova and Arbaugh (2018) 
indicate that along with the lack of stipends/resources, the heavy emphasis of quantity instead 
of quality in current PD requirements considerably demotivates teachers’ learning. 
Institutional contexts are reported in many studies as vital to supporting or discouraging 
teachers’ engagement in PD. Institutional contexts can include policies, standards, 
administrative processes, institutional leaders, faculty managers, colleagues, curricula, 
students, class sizes, and facilities. Of these institutional factors, leadership stands out as a key 
factor in teachers’ participation in PD, reflecting the profound importance of this community 
component in teachers’ PD processes. Karabenick and Conley (2011) found that teachers with 
higher PD motivations reported “more positive principal relations and collegial leadership, felt a 
sense of personal accomplishment, experienced fewer school problems, emotional exhaustion, 
and stress” (p. 8). The association between institutional leaders and teachers’ PD undertakings 
was also found by Banks and Smyth (2012): institutional leaders are responsible for bringing 
about a supportive institutional atmosphere, which is necessary for effective individual and 
staff development. Similarly, Bayar (2013) states that “principals’ influence has great 
importance on the decisions of teachers to participate in PD activities” (p. 45). Chang et al. 
(2014), researching Singaporean teachers’ motivations to participate in PD, also found that 
school principals and department managers were the two main referents during teachers’ PD 
processes. Leibowitz et al. (2014) similarly concluded that an informed and supportive 
leadership was necessary to ensure teachers’ PD uptake: “Leadership and administrative 
processes may enable or constrain quality teaching and professional development. One of the 
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enabling conditions is seen to be a stable leadership” (p. 11). Realizing the powerful effects of 
the leadership on teacher learning, Evans (2015) argues that “with appropriate pressure and 
support from principal and teacher leaders within school communities, school improvement for 
the betterment of student learning is attainable through teacher professional learning” (p. ii). 
Also related to institutional contexts, Postholm (2012) suggests that a positive school culture 
and teacher cooperation has importance for how teachers develop: “Learning in school is the 
best arena for further development of teachers” (p. 405). This finding resonates with Bayar 
(2013) argument that “having a learning culture among teachers (colleagues) in schools 
encourages teachers’ decisions to participate in PD activities” (p. 45). Institutional learning 
culture was also discerned as a critical factor for teachers’ PD engagement in research by 
Shirazi, Bagheri, Sadighi, and Yarmohammadi (2015) and Evers, Heijden, and Kreijns (2016). By 
contrast, Zein (2016) found that institutional learning culture did not affect teachers’ 
participation in PD activities in Turkey.  
Other elements related to institutional contexts have been reported as considerably affecting 
teachers’ participation in PD. For example, Ethiopian school teachers in Gemeda and Tynjälä 
(2015) study reported low motivations for becoming involved in PD due largely to “low salary 
and the absence of link between performance and reward” (p. 169). Appova and Arbaugh 
(2018) found that teachers came to PD because of their “dissatisfactions with their teaching 
and students’ learning” (p. 5). By contrast, teachers at Indonesian vocational schools showed 
high motivations for PD participation, including teachers’ learning experiences, and peer and 
student feedback (Aritonang, 2017). Being aware of the significant role of institutional factors in 
teachers’ PD uptake, David and Bwisa (2013), in their investigation into factors influencing 
teachers’ active involvement in PD in Kenya, suggest that “for the benefits to be realized, the 
organizational environment must be supportive of the employee professional development 
efforts” (p. 229). 
Personal factors, such as attitudes, beliefs, characteristics, age, gender, experience, 
qualifications, and academic degrees have been shown to significantly influence the 
effectiveness of teachers’ participation in PD. According to Karabenick and Conley (2011), 
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teachers who experience more positive emotions in their teaching tend to be “more personally 
responsible for student achievement, student motivation, relations with students, and for 
quality teaching [and] more motivated to engage in PD” (p. 8). J. A. Roux (2013) concluded that 
personal intrinsic attributes such as desires to learn and help students contributed to teachers’ 
uptake of PD. McMillan, McConnell, and O’Sullivan (2016), who studied the motivating and 
inhibiting factors in teachers’ PD engagement in Ireland, found that the most cited motivators 
were “personal interest, career advancement and as a response to a perceived need to improve 
practice” (p. 8).   
Interestingly, many studies reported conflicting findings associated with teachers’ personal 
attributes and their participation in PD. Banks and Smyth (2012) identified six personal 
elements affecting teachers’ participation: teacher characteristics, formal qualifications, 
experience, beliefs, competencies, and age. While agreeing with Banks and Smyth (2012) about 
the influence of age and teachers’ attitudes, Bayar (2013), who examined the relationship 
between such factors and the participation in PD of Turkish school teachers, found that gender, 
teaching experience, grade level of teaching, education level, teachers’ self-efficacy were not 
influential. David and Bwisa (2013) also found age as an influence on Kenyan teachers’ PD 
involvement. They state, “as the age increased the percentage of teachers who were actively 
involved in continuous professional development decreased” (p. 228). By contrast, Zein (2016) 
found age did not exert influence on school teachers of English in Turkey. Self-efficacy was 
recognized as critical to teachers’ PD involvement by Smith, Hofer, Gillespie, Solomon, and 
Rowe (2003) and Shirazi et al. (2015).  
Family commitments have also been mentioned by many teachers as a formidable constraint to 
their PD uptake (J. A. Roux, 2013). The OECD (2009) reported family responsibilities as a 
considerable barrier that prevented teachers meeting PD demands. The impact of this factor 
may be differentiated between contexts because the cultural and social dimensions associated 
with family commitments may vary between cultures. For example, it can be argued that 
women in many Western cultures have more opportunities for support in managing family 
responsibilities than women in many Asian cultures, including Vietnam. Therefore, family 
29 
 
commitments may pose a greater obstacle to Asian female teachers’ access to PD. This aspect is 
closely examined in this research. 
In summary, teachers’ involvement in PD was indicated to be affected by various factors and 
contexts, the prevailing influences being workloads, time, funding resources, refresher courses, 
institutional contexts, personal factors, and family commitments. In reference to refresher 
courses, top-down imposition seemed to be widespread, while teachers’ autonomy was 
undervalued and their prior knowledge, experience and needs almost disregarded. In this study 
the influences on lecturers’ participation in PD are also examined. However, rather than just 
naming the influences as is commonly seen in the literature, my study looks at the causes 
underlying the identified influences. For example, in relation to personal factors, my study 
assumes that gender is influential because in many cultures home duties are believed to mainly 
be the domain of women and would significantly hinder female teachers' access to PD. 
Examining the roots of these influences will provide a firm basis for proposals that aim to 
reduce factors that may hinder lecturers’ participation in PD. 
2.2.4. Individual PD Needs 
A fourth trend of international research into PD is teachers’ needs for PD. Teachers’ needs 
should be the first and the last steps that are considered in the process of providing PD. In 
regard to the importance of considering teachers’ and lecturers’ needs, Kabilan and Veratharaju 
(2013) argue that “effective PD should be based on the actual needs and existing practices of 
teachers” (p. 330). Similarly, Galaczi, Nye, Poulter, and Allen (2018) state, “Successful 
professional development needs to place teachers’ and students’ needs at the heart of the 
process” (p. 2). However, studies show that the current provision of PD across contexts seems 
to fail to consider these needs and practices; therefore, they have not yet been addressed 
adequately. A number of studies on teachers’ needs for PD are briefly described below. 
Across disciplines, the OECD (2009) reported that more than half of the teachers involved in 
their study wanted more PD than they had received, and the aspects for which they expressed 
high needs included teaching special learning needs students, information and communication 
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technology (ICT); teaching skills; and student discipline and behavior. The aspect least 
frequently reported as a high development need was school management and administration. 
Research into PD needs of school teachers across countries by Sağır (2014) found that teachers 
most needed development in four aspects: extracurricular and classroom activities; 
instructional programs and evaluation; teacher-student relationships; and organization of 
instructional environments. Sağır (2014) added that teachers met their PD needs in the 
following ways, from the most to least: own individual studies; social learning among 
colleagues; in-service training; school administration; and educational inspection. 
In regard to PD of EFL teachers, Khandehroo, Mukundan, and Alavi (2011) found that nearly 50 
percent of surveyed school teachers of English in Malaysia indicated high or very high needs for 
PD. Maintaining language skills, assessing students, and using cooperative learning were the 
aspects for which teachers demonstrated the highest needs. Also related to PD of English 
school teachers in Malaysia, Kabilan and Veratharaju (2013) did not point just to teachers’ 
needs for specific knowledge or skills; instead, they reported that the teachers desired “PD 
programs/activities that emphasize their pupils’ needs as well as their own professional needs 
and interests” (p. 330). 
In a study on tertiary EFL teachers in Turkey, Eksi and Aydin (2013) found that teachers’ highest 
needs were for new theories and practices of EFL, and the use of technology in ELT, while their 
lowest needs were for lesson planning and classroom management.  
These studies show that teachers’ and lecturers’ PD needs varied across contexts; however, 
they usually expressed more needs than they were offered, and when PD was provided it often 
failed to reflect participants’ needs. The continuous requirements for teacher quality in the era 
of Neoliberalism make teachers’ needs for PD possibly more various and pressing. This focus on 
teachers’ needs is addressed in this research. 
2.2.5. Effects of PD on Teachers, Teaching and Student Learning 
Worldwide research into the effects of PD on teachers’ and lecturers’ classroom performance 
has mostly focused on the impact of particular PD programs, activities or projects, with other 
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studies assessing teachers’ PD processes more generally. In the first category, most studies 
recorded positive effects of PD activities for the teachers under investigation. Giraldo (2014), 
who investigated the impact of a PD program on the classroom performance of tertiary English 
teachers in Colombia, found that their teaching “became more communicative, organized, 
attentive to students’ needs, and principled” (p. 63).  Also in Colombia, Novozhenina and Pinzón 
(2018) reported on a project aimed at improving the teaching practice and self-reflection of EFL 
teachers: “Although the program initiated some slight changes in teachers’ performance and 
reflection, it still left space for more training and improvement” (p. 113). Yoon (2016) explored 
the impact of teachers’ professional learning through a community of practice and reported 
improvement in both teachers’ pedagogies and their characteristics. Other studies that found 
positive changes in teachers’ qualities and/or their teaching include those of Coburn (2016), 
Gore et al. (2017), Mohan et al. (2017), and Ortactepe and Akyel (2015). By contrast, 
unfavorable effects were recorded by Malik, Nasim, and Tabassum (2015), who assessed the 
effectiveness of PD programs for university teachers in Pakistan. These authors suggest that the 
programs did not produce satisfactory results in regard to “classroom related problems of 
students; follow-up of training, innovative teaching strategies and reflective practice aspects of 
professional development programs” (p. 169).  
Researchers have also assessed the impact of teacher PD activities on student learning and 
reported welcome changes. Choi, Richman, and Dolfin (2017) evaluated the effect of Teacher 
Potential Project (TPP) on student achievement and concluded that “TPP-trained teachers 
engaged students more in reading, writing, and developing content knowledge” (p. 1) than non-
TPP-trained teachers. Akiba and Liang (2016), who examined the effects on student 
achievement growth of six types of PD activities for school teachers in Missouri, USA, concluded 
that teacher-centered collaborative activities and teacher-driven research activities seem to be 
more effective in improving student achievement than learning activities that do not 
necessarily involve such teacher-centered collaborative opportunities. Their results support the 
necessity of considering teachers’ autonomy, prior knowledge, experience and needs when 
designing and delivering PD; the neglect of these is a common shortcoming of current PD 
opportunities offered to teachers in the performative culture across contexts.  
32 
 
A group of studies examined the effect of teacher PD on both teaching quality and student 
learning; however, conflicting effects were reported. Ravhuhali, Kutame, and Mutshaeni (2015) 
investigated the impact of teacher PD on promoting quality teaching and learning in South 
Africa and found that “teachers recognize the impact of professional development in 
broadening their pedagogical and content knowledge, teaching skills and strategies to improve 
students’ learning” (p. 1). This finding is in line with those of AL-Qahtani (2015), who studied 
EFL teachers in Saudi Arabia, and Oyedele and Chikwature (2016), whose participants were 
school teachers in Zimbabwe. Positive relationships between EFL teachers participation in PD 
and teacher study groups and perceived levels of their self-efficacy were also found by Bachtiar 
(2016) in Indonesia, and by Ravandpour (2019) in Iran, the latter reporting, “All the subscales of 
CPD are positive significant predictors of self-efficacy: collaborating, decision-making, 
reflecting, and updating … [and] CPD has the highest positive correlation with instructional 
strategies and the lowest positive correlation with student engagement” (p. 1). These results 
seem to contrast with those of Gulamhussein (2013), who studied the PD of school teachers in 
the USA and found that “most professional development today is ineffective. It neither changes 
teacher practice nor improves student learning” (p. 3). Similarly, Borg (2018), who assessed the 
impact of English teachers PD in Norway and  concluded, “The various challenges that arise in 
trying to demonstrate that professional development interventions (PDIs) make a difference 
are noted” (p. 195). 
This section has reviewed research into teacher and lecturer PD in international contexts. 
Studies primarily followed five directions in terms of research topics: policies, PD models, 
influences of PD, needs for PD, and effects of PD. These aspects of PD for Vietnamese EFL 
lecturers of non-English specialized students are also considered in my study, and attention is 
given to the underlying political, social, cultural and historical factors of the PD activity with the 





2.3. EFL Teacher and Lecturer PD in Neighbouring Countries of Vietnam 
Vietnam has three geographic neighbours – Cambodia, Laos and China. Cambodia and Laos 
share its western border and China shares its northern border. Studies of the PD of EFL teachers 
and lecturers in these countries have revealed what Appadurai (1990) identified as the “global 
cultural flow” (p. 296). Appadurai defines this global cultural flow as having five interlinked 
dimensions: ethnoscapes (the landscape of persons who constitute the shifting world in which 
we live); technoscapes (the global configuration of technology); finanscapes (the landscape of 
disposition of global capital); mediascapes (the distribution of the electronic capabilities to 
produce and disseminate information); and ideoscapes (the ideologies of states and the 
counter-ideologies of movements). As this study will show, these flows are expressed 
powerfully in the rise of the English language in many developing countries, including Vietnam. 
Concomitant with these flows is an increasing Neoliberal agenda in education in Eastern Asia, 
manifested as performance management and outsourced services that put more emphasis on 
producing evidence than on practical issues and teachers’ concerns. These are most particularly 
pronounced in the countries neighbouring Vietnam and a review of the literature from this 
region helps contextualize this investigation of the topic in Vietnam. 
Cambodia 
Cambodia has “adopted English as a main foreign language” (Kirkpatrick, 2016, p. 3) since the 
early 1990s, and “English language teaching and learning has grown remarkably” (Mab, 2013) in 
the Cambodian society since then. English is applied as a foreign language subject to school 
curricula from Grade 4 onward, and it is studied as a subject or discipline at the tertiary level 
(Saroeun, 2013). To improve teacher quality, the Cambodian government has undertaken policy 
reforms in regard to salaries and working conditions, performance management systems, and 
the building of teachers’ and principals’ capacities to deliver high-quality teaching and learning. 
According to Reid and Kleinhenz (2015), “teacher compensation in Cambodia is attractive” (p. 
29). However, this nation faces several challenges regarding EFL teacher quality and quantity, 
including that “most English teachers are not properly trained or sufficiently qualified … 
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Cambodia still lacks English teachers throughout the education system” (Saroeun, 2013, p. 30). 
As well, there has been a severe shortage of qualified trained teachers in Cambodia (Phin, 
2014). In other words, “the quality of teaching and learning English is still limited” (Saroeun, 
2013, p. 30).  
In relation to further development of teachers, UNESCO (2015) reported that “sending teachers 
for short courses is a fairly standard practice following changes in the curriculum … [however] 
there are limited opportunities for teachers to engage in continuous professional development 
programs” (p. 4), and “there is a reliance on cascade training” (p. 20). While this model is cost-
effective, it does not “provide teachers with opportunities to practice what they have learned 
and it is doubtful whether the trainers have the necessary skills and understanding to train 
others effectively” (p. 20). As a result, there were concerns over the relevance and effectiveness 
of PD courses (UNESCO, 2015).  
The inferior quality of teacher PD in Cambodia has also been revealed by other studies. Phin 
(2014) points out that “in-service training has not yet been systematized and has been provided 
to teachers not regularly” (p. 344). Reid and Kleinhenz (2015) indicate that PD programs were 
“developed by external agencies and not assessed for suitability to local contexts … [and] 
delivery methods were inappropriate and the focus was on the time spent in the program 
rather than on its quality” (p. 49). This appears to be a common issue across the countries 
referred to above. The governments in these countries appear to have unrealistic ambitions to 
expedite the raising of standards of EFL for economic reasons, yet the mastery of any language 
requires resourcing and time (Marmion, Obata, & Troy, 2014). 
For good quality teacher PD in Cambodia, Berkvens (2009) suggests that “any scenario that 
aims at making professional development more effective in Cambodia should be based on a set 
of design principles that are both academically sound and contextualized to the Cambodian 
historical and cultural setting” (p. 197). Phin (2014) urges the restructuring of in-service training 
programs for teachers in Cambodia so as to contribute to human and social development. Reid 
and Kleinhenz (2015) recommend that “for learning to be adopted by teachers, training needs 
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to be closely connected to teachers’ experiences and incorporate textbooks used in 
classrooms” (p. 53). 
Laos 
Laos is a small country with a population of 6.8 million, made up of 47 ethnic groups 
(Kounnavongsa, 2013). Of the 86 languages spoken in this country, Lao is the official language 
of instruction from Grade 1 (Capel, Hollingsworth, Kleinhenz, & Lonsdale, 2015). Along with 
these indigenous languages, Laos also has many foreign languages taught and studied in various 
sectors of the society, including English, French, Vietnamese, Chinese, Japanese, German, 
Russian, and Korean (Kounnavongsa, 2013). Since Laos shifted towards a free market economy 
and became an ASEAN member two decades ago, foreign investment has increased, and the 
English language is considered by the Government as a “key to future cooperation and 
development of the country” (p. 66). With the consequent growing demand for English 
language speakers, English has been introduced as a subject in the national education system 
for students of Grade 3 onward. Yet even though “the teaching and learning of English in Laos 
has been well developed beyond the existing guidelines” (p. 66), policies relating to English 
teaching and learning are not precisely illustrated.  
The literature reveals only a very limited number of studies into either teacher PD or language 
teaching and learning in the Lao context. In a study aiming to explore Lao university students’ 
weakness in English, Souriyavongsa, Abidin, and Mei (2013) found that one reason for this was 
that “English teachers are not well-trained” (p. 180); they taught English in the Lao language 
and so could not encourage and improve student learning. In their exploration into English 
teaching in the Mekong area, Harbon and Laws (2014) found that “the situation in Laos was 
such that there was a general need to focus on teaching and learning strategies in order to 
upgrade teacher classroom skills” (p. 6). 
China 
In China, English is pre-eminent among other foreign languages, and it is taught and studied in 
varying degrees in many domains. However, according to Gil (2016), competence in English is 
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still low for two major reasons: there is a central focus on academic knowledge in English 
language teaching and learning, and a lack of resources and qualified teachers. The lack of 
qualified teachers was also recognized by Rao and Lei (2014), who investigated the practice of 
English teaching at the tertiary level. They found that while there were approximately 60,000 
EFL lecturers in China, only a minority of them had been trained in English-speaking countries 
and more competent in the language than those trained domestically.  
As in the other countries in this region, constant requirements for teacher quality imposed by 
the neoliberal direction in the Chinese education system require teachers to seek PD as a 
solution. However, studies show that the provision of PD to EFL teachers in this country does 
not meet teachers’ needs and the requirements of teaching practices. Although EFL teachers 
and lecturers in China have adopted positive attitudes towards PD (Meng, Tajaroensuk, & 
Seepho, 2013; Neuhaus, 2014; Yan & He, 2014), and felt “a strong desire for new teaching 
methods to be introduced in a professional development program” (Lin, 2013, p. 55), not many 
are “familiar with the current trends in EFL methodology” (Rao & Lei, 2014, p. 41). And, as 
commonly found in many countries, EFL teachers and lecturers in China have encountered “the 
limitation of programs, the discontinuity of programs, the inappropriateness of programs” 
(Meng & Tajaroensuk, 2013a). Moreover, refresher courses have featured “the one-shot and 
one-size-fits-all mentality of program providers, rather than the nature of the short program 
itself” (Yan & He, 2014, p. 759). As a result, teachers might have improved their knowledge for 
teaching but “did not apply what they learned to improve teaching practices or student 
learning” (Lu, Loyalka, Shi, Liu, & Rozelle, 2017, p. 1).  
As in many countries, offers of PD to EFL teachers and lecturers in China seem to feature top-
down impositions without much consideration of teaching practices, or trainees’ needs and 
experience, which is a possible indication of the performative culture. Meng and Tajaroensuk 
(2013a) suggest that for tertiary EFL teachers to improve their PD, “cooperation with colleagues 
should be employed in their in-service or on-the-job professional development” (p. 1356). 
This review of foreign language teaching and learning and teacher PD in Vietnam’s three 
neighbouring countries shows that the “global cultural flow” (Appadurai, 1990) has located 
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English as a major foreign language that is taught and studied widely at various levels of their 
educational systems, as also seen in Vietnam. Generally, their peoples’ English is still poor, 
which is partly attributed to a lack of qualified EFL teachers across the systems. EFL teachers 
face multiple challenges in their access to PD, and the quality of PD activities needs to improve 
in order to address teacher needs and positively change their teaching practices. The next 
section reviews research into PD of Vietnamese EFL teaching staff, contributing to the 
description of the current situation of the PD for EFL instructors in these four Eastern countries. 
2.4. PD of EFL Teachers and Lecturers in Vietnam 
PD of EFL teachers and lecturers in Vietnam has been a topic of research interest for the past 
decade as a result of the Government’s introduction of a major language policy, Project 2020. 
Vietnamese studies into PD mainly follow three directions in terms of research topics, namely, 
policies on PD, PD models, and PD as a practice. These will now be examined in the Vietnamese 
context. 
2.4.1. Practitioners’ Responses to Policies 
Studies into PD policies primarily focus on teachers’ responses to either policies or policy-based 
PD initiatives. In relation to the first focus, studies show that teachers express their 
bewilderment and frustration as policies seem to fail to reflect their professional competences 
and practices, and their socio-economic conditions. V. T. Nguyen and Mai (2015), who 
investigated EFL Vietnamese teachers’ responses to the government language proficiency 
requirements imposed on them, presented “a matrix of interrelated challenges underlying the 
teachers’ dilemma in the participants’ English proficiency development” (p. 1830). Like the 
expectations of teachers in the neighbouring countries just mentioned, Vietnamese teachers in 
V. T. Nguyen and Mai (2015) study longed for a more appropriate support framework to 
enhance their English language proficiency while acknowledging they were competent to 
execute their teaching practices. The challenges demanded “a holistic approach with better 
collaboration among different forces across levels to draft meaningful and long-term 
supporting plans” (p. 1830). 
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Sharing the same research direction, H.T.M. Nguyen and Bui (2016) examined how EFL teachers 
in Vietnam interpreted, interrogated and appropriated the current English language policy. 
They found that teachers mounted resistance to the poorly regulated English language policies 
and worked towards meaningful pedagogical transformations. They proposed an urgent need 
for a comprehensive understanding of teachers’ agency in language policy decision making and 
implementation because “teachers are highly capable of exercising their agency as 
comprehensive policy implementers” (Hoa Thi Mai Nguyen & Bui, 2016, p. 88). 
Grassick (2020) looked at policies and teachers in a distinct way. The researcher drew on 
concepts of vulnerability and risk to examine the feelings of Vietnamese primary English 
teachers about the requirements and changes to their professional knowledge and practice 
brought about by Project 2020. The research reported that teachers experienced feelings of 
uncertainty and vulnerability emerging from their perceptions of risk in relation to challenges to 
their professional selves and changes in the contextual demands of their work. Grassick argues 
that “without recognition and understanding of teachers’ feelings in relation to the 
implementation of new pedagogy and language proficiency requirements, it is likely that the 
hoped-for outcomes of a change in policy will be partially only achieved” (Grassick, 2020, p. 44). 
The findings reported by the studies above reveal a fundamental contradiction between 
teachers and the rules (policies) they are subject to. Rather than positively mediating teachers’ 
PD processes, these rules pose tough challenges to teachers and substantially diminish their 
endeavors to enhance their competencies and teaching practices. 
In relation to teachers’ responses to policy-based initiatives, T.T.Tran (2015) explored EFL 
teachers’ perspectives on PD programs under Project 2020 and reported that “PD programs 
were typically top-down designed” (p. 209). V.T Nguyen (2018) and C. V. Le (2020) also suggest 
that top-down in-service training courses are occurring as a result of current national language 
policies. My study supports T.T. Tran’s (2015) finding that teachers need to be empowered “to 
be in charge of planning, organizing, management, delivery and evaluations of their PDPs [PD 
programs]” (p. 209), while disagreeing with her conflicting idea that “the top-down approach, 
to some extent, did seem to work in the specific context in Vietnam” (p. 209). While C. V. Le 
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(2020) supports the continuity of this top-down PD, he however suggested it “be reoriented to 
capture the complexity of teacher learning” (p. 4). My study presumes that top-down 
approaches may work in a ‘checklist’ culture in which PD is conducted because of audits and 
inspections. In order for teachers and lecturers to enhance their competencies, they must be 
the real agents of their activities.  
Practitioners’ responses to policies are also a focus in my study; however, while other scholars 
have conducted case studies with school teacher participants at a particular institution or 
region, the participants in my study are EFL lecturers of non-English specialized students across 
regions of the country, and in this way this study broadens the knowledge in this area by adding 
a higher education context. The relevance of specific PD models is also an aspect of this study 
and the literature in this area is reviewed below. 
2.4.2. The Relevance of Current PD Models 
Most of the PD opportunities offered to teachers and lecturers under Project 2020 were heavily 
top-down imposed (C. V. Le, 2020; V.-T. Nguyen, 2018; T. T. Tran, 2015), and as such 
controversial, ambivalent and contested (T. T. N. Bui & Nguyen, 2016). With EFL practitioners 
lacking environments to communicate in the target language, PD models such as Community of 
Practice (CoP) (Ha, 2013), Professional Learning Communities (PLC) (Phan, 2017) and Language 
Learning Communities (LLCs) (Ngoc, 2018), in which participants can collaborate and have their 
voices, seem to be helpful. Ha (2013) examined a CoP model for EFL lecturers at the college 
level and reported that lecturers perceived the model as useful for PD of EFL teachers and 
lecturers. Ha found that the CoP model was advantageous to those who wanted to improve 
professional skills and solve common problems in their professional lives and would be 
“especially useful in combination with the more traditional top-down approaches widespread in 
Vietnamese PD programs” (p. xi). This CoP model has been compared to Ngoc’s (2018) 
proposed model, based on Ngoc’s identification of three major challenges for the improvement 
of teachers’ English proficiency: insufficient MoET [Ministry of Education and Training] and 
institutional encouragement and support, lack of LLCs, and the scarcity of environments to use 
40 
 
English. Ngoc (2018) argues that LLCs “not only provide opportunities for PD via collaboration, 
dialogue, reflection, inquiry, and leadership but also create environments for the actual use of 
English” (p. 149). Phan (2017) reported that the reshaping of PLCs, which were established as a 
top-down formal professional activity, allowed for bottom-up professional learning. These 
reshaped PLCs engaged teachers in “active and thoughtful learning” (p. iv). 
Provision of a space and environment for practitioners to share knowledge and collaborate was 
also proposed by C. V. Le (2018) in his report on an action research (AR) training project for a 
group of English language teachers in Vietnam. C. V. Le (2018) also points out that “the lack of a 
compatible local research culture as well as the administrators’ over-dependence on 
government funding and the top-down, decision-making mechanism are the key barriers to the 
sustainability of teachers’ engagement in doing AR” (p. 109).  
The profound lack of practical considerations that limit the effects of PD models has also been 
noticed in other Vietnamese studies of this theme. In response to the requirement of retraining 
a large number of EFL school teachers in both English proficiency and methodology, Project 
2020 adopted Training-of-Trainers (ToT), a cascade model of trainer training. In evaluating 
teachers’ needs and analyzing whether ToT programs responded to their needs, Vu and Pham 
(2014) concluded that “despite significant efforts, the programs still need a sharper focus on 
course design and delivery knowledge and a better connection with participants’ target training 
contexts” (p. 89). This is also the request made by N.T.H. Nguyen (2018), who examined EFL 
lecturers’ views on a large-scale national Computer-Assisted Language Learning (CALL) course 
under Project 2020. While demonstrating the important role of the course in introducing 
modern technologies to language education in Vietnam, N.T.H. Nguyen found that “the course 
failed to acknowledge the wide variety of teaching settings and individual teachers’ needs 
because of the pre-packaged and standardized nature of its content” (p. 130). 
Evidently, the studies into PD models such as CoP, PLCs, LLCs and AR as reviewed above have 
offered practical suggestions regarding the tools that can help practitioners favorably respond 
to their current challenges, as opposed to the top-down and unpractical PD initiatives imposed 
by the government, such as ToT and CALL. The relevance of PD types, both individually and 
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collectively, is also examined in this study through the participants’ views. This provides further 
insights into the advantages, disadvantages and practical effectiveness of the PD models 
teachers experienced, as well as the types of PD that they preferred. 
2.4.3. PD as a Practice 
Rather than looking at a specific aspect of PD, some studies have examined various aspects of 
PD of a particular group of teachers, and made important contributions to the insights into the 
PD of EFL teachers and lecturers in Vietnam, thereby improving the foreign language education 
practices of the country. H. T. T. Tran (2016) explores the practices of PD for EFL teacher 
educators. This research reported that PD is “a complex, political and culturally situated 
phenomenon” (p. i), and suggested that for PD to be effective, it should be: 
(1) needs-based, relevant and meaningful for their learning and applicable to their teaching 
contexts,  
(2) encouraging them to be active and self-regulated learners,  
(3) promoting reflective and experiential learning, and  
(4) based on negotiated understandings of the purpose and function of PLD [professional 
learning and development] among all involved stakeholders. (p. i) 
Hoa Thi Mai Nguyen and Nguyen’s (2019) in-depth investigation of the professional learning 
experiences of academics at a Vietnamese higher education institute, found three major 
tensions related to the academics’ PD. These include a tension between academics’ passion for 
learning and the limited access to resources such as funding, PD activities, language proficiency, 
technology, and learning materials. They found a second tension between the individual 
academics’ interest and the institution’s interest, and a tension between academics’ 
participation in PD and their workload and family responsibility. 
Exploring how in-service school teachers develop their professional learning Hoa Thi Mai 
Nguyen et al. (2020) found three major issues associated with teachers’ PD objectives. The first 
issue concerned teachers’ fulfilment of requirements due to the lack of communication and 
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consistency in the government’s adoption of a competency framework. The second issue 
related to the improvement of teaching practice and the limited impact of PD activities. The 
third issue resulted from the fact that although peer classroom observation was acknowledged 
as a potential tool to support teachers’ learning from peers, this type of PD was “often carried 
out in the form of teacher evaluation … [rather than] as learning opportunities” (p. 94). 
These case studies conducted by the scholars above have provided an in-depth understanding 
of teachers’ PD practices. However, a broader insight into the PD practices of EFL lecturers 
teaching non-English specialized students remains under researched. This study aims to fill this 
clear gap in the literature. 
In conclusion, this chapter has evaluated important current research that is relevant to my 
study. After first locating PD in the field of education, it reviewed studies into the PD of 
teachers and lecturers in international contexts by identifying their focus areas and discussing 
their contributions. This was followed by a review of studies into PD of EFL teachers and 
lecturers in the three neighbouring countries of Vietnam, thus providing a wider context for the 
examination into EFL lecturer PD in Vietnam. The final review was of studies of PD for EFL 
Vietnamese teachers and lecturers.  
This review of current research reveals that the “global cultural flow” (Appadurai, 1990, p. 296) 
has given rise to the use of the English language in many countries. This is particularly evident in 
Vietnam and its neighbouring countries, Cambodia, Laos, and China. From a political 
perspective, the performative culture of Neoliberalism has penetrated many education 
systems, including PD for teachers and lecturers. Under this Neoliberal tendency, many 
educational institutions have adopted market principles such as performance management, 
accountability, and contracting out services. The influence of the performative culture has led 
to many PD events becoming about producing evidence. This is reflected in top-down 
impositions, the underestimation of participants’ agency, the disregard of practitioners’ 
experience and needs, and low efficiency. Future research calls for the design and offering of 
PD for teachers and lecturers that seriously consider the economic, cultural and social 
characteristics of local PD contexts. 
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This review of the literature also shows that while PD policies and PD models in Vietnam have 
been considerably studied, and while PD practice has drawn attention from some scholars, 
there is little research that seeks to examine the political, social, cultural and historical 
dimensions of PD as realized through the voices of lecturers and managers. Cultural-Historical 
Activity Theory (CHAT) offers a theoretical frame through which to view these dimensions and 
its application in this study offers a unique contribution to research in this area. 
The studies that investigate teacher PD and draw on CHAT as the theoretical framework are 






CULTURAL-HISTORICAL ACTIVITY THEORY 
 
A theoretical framework, according to Grant and Osanloo (2014), is “the foundation from which 
all knowledge is constructed for a research study” (p. 12). This chapter justifies the use of the 
theoretical framework Cultural-Historical Activity Theory (CHAT) (Engeström, 1987; Leontyev, 
1981; Vygotsky, 1978) that underpins this study. Professional development (PD) is a human 
activity that is culturally shaped and evolves through historical trajectories (Foot, 2014). Among 
the various theories that form the philosophical basis for research into human activities, CHAT 
was developed as a tool for “pushing forward the cultural-historical understanding of human 
functioning” (Sannino & Engeström, 2018, p. 45). The three sections of this chapter provide an 
outline of CHAT, highlight its key principles, and explain the rationale for its use in this study.  
3.1. What is CHAT? 
CHAT was initially formulated by Soviet-Russian psychologists Lev Vygotsky, Alexander Luria 
and Alexei Leontyev in the 1920s and early 1930s, but its present shape is attributed to the 
contributions of the contemporary theorist Yrjö Engeström (Edwards, 2011). CHAT has 
revolutionary roots and was described as being built on “the general tenets of historical 
materialism and materialist dialectics” (Sannino & Engeström, 2018, p. 46), an essentially 
Marxist approach. The methodological stance of this theory is indicated in its conceptualization 
of revolutionary practice: 
Revolutionary practice is not reducible to acute political struggle for power. It consists of 
practically generating possibilities for better life, emancipatory alternatives to the existing 
restrictive order, using its inner contradictions and embryonic potentials as leverage and source 
of energy (Sannino & Engeström, 2018, p. 45). 
From the Vygotskian perspective, “the explanatory principle for the human mind must be 
sought in society and culture as they evolve historically” (Igira & Gregory, 2009, p. 436). Foot 
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(2014) elaborates the significance of cultural and historical in the label Cultural-Historical 
Activity Theory as follows: 
Cultural points to the premise that humans are enculturated, and everything people do is 
shaped by and draws upon their cultural values and resources. The term historical is used 
together with cultural to indicate that since cultures are grounded in histories, and evolve over 
time, therefore analyses of what people do at any point in time must be viewed in light of the 
historical trajectories in which their actions take place (p. 3). 
Edwards (2011) suggests that CHAT provides a broad approach to analyzing learning and the 
contexts of learning, while Igira and Gregory (2009) argue that “CHAT has the potential to 
provide a robust meta-theoretical framework for understanding and analyzing many areas” (p. 
435). The philosophical and methodological roots of CHAT, as well as worldwide scholars’ 
claims for its value to research, show solid evidence for its usefulness as a theoretical 
framework for social science studies.  
Since its inception, CHAT has been developed in three successive generations (Sannino & 
Engeström, 2018). The first generation refers to the work introduced by Vygotsky in the 1920s, 
which was built around the core idea of mediation, meaning that humans’ interactions with 
their environment cannot be direct but are instead always mediated through the use of tools 
and signs (Igira & Gregory, 2009, p. 435). Tools, according to Cole (2007), can be understood as 
“the conductor of human influence on the object of activity’ (p. 8), while signs are ‘the mastery 
or control of behavioral process” (p. 8). Mediation is an ‘intermediate link’ that “occurs through 
the use of different types of tools and materials, semiotic and ideational [cultural and historical] 
artefacts including culture and language” (Igira & Gregory, 2009, p. 436). Figure 3.1.A illustrates 
Vygotsky’s idea of mediation, while Figure 3.1.B illustrates the idea of cultural mediation of 
actions. 
In Figure 3.1.B, the subject is the person involved in an activity; the object is the motive towards 
a future-oriented objective; the mediating artefact includes tools, signs and all types of 
material, semiotic and conceptual (ideal) artefacts (Igira & Gregory, 2009). In a mediated action, 
the subject holds the object and motivates the existence of activity, giving it a specific direction. 
Through the mediating artefact, the subject effects a change in the object of the activity; the 
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mediating artefact expands “the subject’s possibility to manipulate and transform the object, 
but also restrict what can be done within the limitation of available tools, which in turn often 
motivates improvements to existing tools or invention of new means” (Igira & Gregory, 2009, p. 
436).  
 
Figure 3. 1 (A) Vygotsky’s model of mediated act      (B) Its common reformulation 
(Engeström, 2001, p. 134) 
Engeström (2001) comments that Vygotsky’s claim about the existence of cultural artefacts in 
human actions was revolutionary, with objects becoming cultural entities, and object-oriented 
actions the key to understanding human psyche. Despite acknowledging the exceptional 
contributions of Vygotsky as the founder of CHAT, Leontyev (1981) argued that individual focus 
as the unit of analysis is a limitation of the first generation of the theory. It has been argued 
that the original model missed the theoretical integration of mediation by and with other 
human beings and social relations (Igira & Gregory, 2009). 
Recognizing the importance of the collective aspect of human activity, Leontyev (1981) 
expanded Vygotsky’s concept to distinguish between an individual action and a collective 
activity, which has been graphically illustrated by Igira and Gregory (2009) (See Figure 3.2). The 
uppermost sub-triangle of Figure 3.2 can be seen as the ‘tip of the iceberg’, depicting individual 
or collective actions embedded in a collective activity system (Engeström, 2001). A highlight of 
Leontyev's (1981) model is his analysis of the hierarchical structure of activity; specifically, that 
“activities consist of goal-oriented actions that are completed through operations determined 
by specific conditions” (Igira & Gregory, 2009, p. 347). In Leontyev’s (1981) conception of 
activity system, the subject may be an individual or a collective subject, whose agency is 
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motivated towards the solution of a problem or purpose, that is, the object. In other words, the 
object is the “goal or motive of the activity” (Yamagata-Lynch, 2010, p. 2), or why the activity is 
taking place (Engeström, 2003). The object is transformed through activity into an outcome. 
 
Figure 3. 2 Structure of a human activity system (Igira & Gregory, 2009, p. 438) 
Sannino and Engeström (2018) suggest distinguishing between the generalized object of the 
activity system, which is connected to societal meaning, and the specific object, which is 
connected to personal sense and appears to a particular subject, at a given moment, in a given 
action. Their notion of the specific object can be understood as goals attached to individual 
actions. They also note that the subject is usually conscious of the goals of individual and 
discrete actions but finds it difficult to define the object of collective activity. 
The tools and artefacts, the rules and procedures, and the division of labor mediate the 
relations between the subject and the object (Igira & Gregory, 2009). The tools and artefacts 
refer to culturally produced means, including social others and prior knowledge (Yamagata-
Lynch, 2010), for changing the environment and achieving goals. Engeström (2003) specifies 
that the tools and artefacts refer to what means are used in performing the activity. The 
division of labor describes “both the horizontal actions and interactions among the members of 
the community, and the vertical division of power, resources and status” (Igira & Gregory, 2009, 
p. 438). Put differently, the division of labor refers to “how the tasks are shared among the 
community” (Yamagata-Lynch, 2010, p. 2). In the view of Igira and Gregory (2009), the 
community is “the participants sharing the common object that shapes and gives directions to 
individual actions and the shared activity at hand” (p. 438).  
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This study supports Yamagata-Lynch’s (2010) conception of community as “the social group that 
the subject belongs to while engaged in an activity” (p. 2). To illustrate, some social groups, 
such as students or families, may not necessarily share teachers’ objects but may play a critical 
role in shaping teachers’ goal-directed actions and so can be regarded as community members. 
The community is essentially the human environment in which the activity is carried out. 
The rules describe formal and informal rules, regulational norms and relational values, which 
afford or constrain the subject’s processes towards the object (Igira & Gregory, 2009). In other 
words, the rules refer to what regulates “the subject’s actions toward an object, and relations 
with other participants in the activity” (Foot, 2014, p. 6). Igira and Gregory (2009) have added 
to this theorization, suggesting that the components making up an activity system are not static 
and separate from one another but are dynamic and continuously interactive. 
The presence of contradictions is highlighted and valued in Leontyev’s (1981) model. Engeström 
(2001) considers “internal contradictions as the driving force of change and development in 
activity systems” (p. 135). Kuutti (1996) defines contradictions as “a misfit within elements, 
between them, between different activities, or between different developmental phases of a 
single activity. Contradictions manifest themselves as problems, ruptures, breakdowns, and 
clashes” (Kuutti, 1996, p. 16). Contradictions are classified into four levels:  
 Primary contradictions occur within elements of an activity.  
 Secondary contradictions occur between elements.  
 Tertiary contradictions occur between the old and new activities.  
 Quaternary contradictions occur between the new activity and its neighbouring 
activities. (Engeström, 1987; Foot, 2014; Yamagata-Lynch & Haudenschild, 2009). 
Despite Leontyev’s substantial contributions to CHAT, his ideas have been criticized. Michael 
Cole, one of the first Western scholars to present Vygotsky's idea to an English-speaking 
academic audience, pointed out that the second generation of CHAT showed “deep-seated 
insensitivity toward cultural diversity” (Cole, 1988 as cited in Engeström, 2001, p. 135). CHAT’s 
application in international settings has raised questions of diversity and dialogue between 
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different traditions or perspectives and resulted in increasingly serious challenges (Engeström, 
2001). These challenges paved the way for the development of the third generation of CHAT. 
The third generation centres around Engeström (2001), who set the task for his CHAT model to 
“develop conceptual tools to understand dialogue, multiple perspectives, and networks of 
interacting activity systems” (Engeström, 2001, p. 135). He innovated a graphic model of the 
third generation in a network of minimally two interacting activity systems, as shown in Figure 
3.3.  
 
Figure 3. 3 Network of minimally two interacting activity systems (Engeström, 2001, p. 136) 
For Engeström (2001), “The object of activity is a moving target, not reducible to conscious 
short-term goals” (p. 136). The object moves from an initial state of unreflected, situationally 
given ‘raw material’ (object 1) to a collectively meaningful object constructed by the activity 
system (object 2), and to a potentially shared or jointly constructed object (object 3) 
(Engeström, 2001). The third generation model distinguishes itself from the second generation 
model by transcending the limit of a single activity system and taking a plurality of various 
activity systems as its unit of analysis such that activity systems “mutually interact, promoting 
multiple perspectives and voices, dialogues, networks and collaboration between activity 
systems, and boundary-crossings between activity systems” (Igira & Gregory, 2009, p. 439).  




1. The activity system as the prime unit of analysis: goal-directed actions and automatic 
operations are relatively independent but subordinate units of analysis. 
2. Multi-voicedness: An activity system is always a community of multiple points of view, 
traditions and interests. This creates the multi-voicedness of an activity system, which is 
multiplied in networks of interacting activity systems. The multi-voicedness is a source 
of trouble but also a source of innovation. 
3. Historicity: Activity systems take shape and get transformed over lengthy periods of 
time. Their problems and potentials can only be understood against their own history. 
4. Contradictions as sources of change and development: Contradictions are historically 
accumulating structural tensions within and between activity systems. Contradictions 
generate disturbances and conflicts but also essential sources of development. 
5. Possibility of expansive transformations: As the contradictions of an activity system are 
aggravated, some individual participants begin to question and deviate from its 
established norms. An expansive transformation is accomplished when the object and 
motive of the activity are reconceptualized to embrace a radically wider horizon of 
possibilities. (pp. 136-137) 
3.2. Why CHAT was used in this study 
As delineated above, CHAT was developed as a tool to analyze human activities, which are 
central to underlying cultural and historical factors. Therefore, CHAT offers an appropriate lens 
to view and analyze long-term activities like lecturer PD, in particular the activities that are 
grounded and evolving in the Vietnamese context of a rich culture and a long and complex 
history of encouraging education.  
Since the first Vietnamese kingdom of Van Lang between 2879 BC and 258 BC, education has 
been considered a powerful force to both develop the country and resist external attempts to 
change (H. L. Pham & Fry, 2004). In relation to higher education, Vietnam is recorded as 
establishing the first university in Southeast Asia in 1076 AD (H. L. Pham & Fry, 2004). Although 
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Vietnam has in recent times been influenced culturally by Western colonists such as the French 
and the Americans, it was more profoundly influenced by Confucianism due to Chinese imperial 
rule for nearly 1000 years until 938 AD. An indication of this influence in education is the 
fondness for learning and the respect for teachers (H. L. Pham & Fry, 2004). As an example, in 
relation to the rights of teachers the Vietnamese Education Law (2005) states that “the State 
adopts policies to preserve and promote the tradition of respecting teachers and honoring the 
teaching profession” (Vietnam Congress President, 2005, p. 5). It is also worth noting that 
Vietnam has a one-party political system and since the ruling Communist Party of Vietnam’s 
foundation in 1932 it has fostered the teaching of Marxism, Leninism and Ho Chi Minh’s 
thoughts as its leading political ideologies.  
This short description of the culture and history of Vietnamese education and its political 
system highlights the importance of considering the societal, cultural and historical influences 
in the higher education sector in Vietnam. CHAT offers a lens through which to analyse these 
dimensions within universities, particularly lecturer professional development, against the 
backdrop of sweeping educational reforms such as Project 2020. 
CHAT has been applied in a variety of ways across disciplines and borders. Prominently, as 
Sannino and Engeström (2018) note, CHAT has been employed by German scholars (Fichtner, 
2008; Giest & Rückriem, 2010) to generate a line of research and theorizing that focuses on 
learning, and tackles the challenge of digital media in the development of human activities. 
American theorists (Arievitch, 2017; Stetsenko, 2016) have drawn on CHAT to formulate an 
approach that emphasizes activism to face critical societal issues and contradictions. In the 
Netherlands, Oers et al. (2008) have utilized CHAT to develop a broad activity-theoretical 
approach to learning. CHAT is also widely employed as a theoretical framework for studies in 
information technology (Lazarou, 2011; Masters, 2009; Su 2018), health and medicine 
(Frambach et al., 2014; Gretschel et al., 2015; Larsen et al., 2019), and school education (Dang, 
2013 & 2014, Hardman, 2015; Oisín, 2018; Postholm, 2019, T. H. Nguyen, 2019). 
Specifically, in regard to professional learning in education, the literature shows that the 
creative employment of CHAT to examine various aspects of teacher and lecturer PD follows 
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four prevailing trends. The first trend includes studies in which various concepts across CHAT 
were utilized to address research problems. For example, CHAT was used as the theoretical 
framework to investigate EFL teachers’ perceptions of changes to teaching practice as a result 
of PD in South Korea (Cho, 2014); this study found that although teachers engaged in diverse 
PD experiences over their career, “they rarely considered implementing changes within their 
teaching practice” (p. iii). Additionally, Tran’s (2016) case study research employed CHAT to 
examine the PD of EFL lecturers as teacher educators in Vietnam. It found that PD is “a 
complex, political and culturally situated phenomenon that plays a key role in supporting the 
professional aspirations of lecturers” (p. i). Also in the Vietnamese context, Phan (2017) 
employed sociocultural theory to examine professional learning communities (PLCs) of city 
primary school English language teachers. The study concluded that teachers’ learning was 
“socially mediated through professional interactions in the PLCs, which promoted situated 
learning, peer learning and scaffolding among the participants” (p. iv). 
The second trend relates to studies that employed a specific concept or generation of CHAT as 
the analytical tool. Yamagata-Lynch and Haudenschild (2009) used CHAT’s four levels of 
contradictions to examine teacher perspectives upon situational influences on PD in the United 
States. Their study indicated significant contradictions between teachers’ motivations and goals 
when participating in PD activities provided by their school districts and universities. As a 
further example, Bourke, Mentis, and O'Neill (2013) used the third generation of CHAT to 
analyze a PD program. Their study revealed “tensions around expected roles, rules and the 
division of labor, and both intended and unintended program consequences” (p. 265). In the 
context of Vietnam, Hoa Thi Mai Nguyen and Nguyen (2019) utilized the second generation of 
CHAT and its concept of contradictions in particular, to identify contradictions relating to the 
professional learning activities at a higher education institution. The study reported three major 
contradictions associated with the lack of resources, a divide between the individual academics’ 
interest and the institution’s interest, and cumbersome responsibility and commitment. In 
another case study, Hoa Thi Mai Nguyen et al. (2020) applied the concepts of activity 
components defined in the second generation of CHAT, including subject, tools, object, rules, 
community, and division of labor, to illuminate how Vietnamese EFL school teachers developed 
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their professional learning. The study identified three issues connected to objects of the 
activity, including the fulfilment of the requirements, better teaching practice, and the seeking 
of competence recognition from peer teachers. The first issue involved the requirements for PD 
attendance and certificates, reflecting a top-down approach and encountering resistance from 
the teachers. The second issue related to the requirement for better teaching practice, the 
study found that the PD events that teachers were sent to had limited impact on their teaching. 
The third issue was associated with the activity of peer classroom observation, which was 
acknowledged by teachers as a beneficial tool for peer learning; however, this was often carried 
out in the form of teacher evaluation. 
The third trend combines CHAT with other theories in a single study. For example, Zhao (2017) 
combined CHAT with two other theories to explore the influence of study-abroad experiences 
on Chinese college EFL teachers’ identities. Zhao noted a shift in teachers’ self-perception, and 
that teachers became more confident, creative and critical in their teaching; however, they 
encountered practical challenges in the implementation of the new knowledge gained through 
PD. Also in the Chinese context, a combination of CHAT and Expansive Learning was utilized by 
Wei (2017) to investigate PD experiences of Chinese schoolteachers; their study reported that 
teachers as adult learners had their learning habitus, which not only contradicts the advanced 
activity system but also embodies a new potentiality to change. 
CHAT-based methods or CHAT-informed approaches form the fourth trend in the employment 
of CHAT to examine PD. These approaches include, for example, Change Laboratory or 
Developmental Work Research (Sannino, 2010; Tasker, 2011, 2014; Thorgeirsdottir, 2015), 
Expansive Learning (Becerra-Lubies & Varghese, 2019; Goodnough & Murphy, 2017; 
Lautenbach, 2011), Activity Systems Analysis (Yamagata-Lynch, 2009), and Systemic-Structural 
Activity Theory (Harris, 2007; Bedny, 2015).  
CHAT enhanced the understanding of PD in these various settings, and its employment to 
examine PD of Vietnamese lecturers is an informed choice. In the context of Vietnam, CHAT has 
been employed creatively in a number of studies on education and teacher professional 
learning in particular. My study uses the second generation of CHAT to acquire in-depth 
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knowledge about the nature of the components of EFL lecturer PD activity, the relationships 
and interactions between the components, and the social, cultural and historical factors 
underlying these components and their subsequent relationships and interactions. The third 
generation of CHAT is also utilized in this study to supplement a consideration of the 
relationships between the PD activity and its neighbouring activities, including the pre-service 
teacher training activity and the teaching activity. This application of CHAT to the PD activity in 
the context of Vietnam differs from the application of CHAT by earlier research in the same 
context, including the application of various concepts across CHAT by Phan (2017) and Tran 
(2016), the application of specific concepts of CHAT, such as the contradiction concepts by 
H.M.T. Nguyen and Nguyen (2019) and the application of component concepts by H.M.T. 
Nguyen et al. (2020) as reviewed above. The next section clearly illustrates how CHAT was 
applied in this study.  
3.3. How CHAT was used in this study 
The first impact that CHAT made on this study was its shaping of the researcher’s notion of 
lecturer PD as a cultural and historical activity. Although cultural and historical factors 
underlying human activities are its principal foci, CHAT does not consider these activities in a 
vacuum or exclude social factors; it always takes human social contexts such as educational 
institutions, hospitals, or public service agencies into account. The Sociocultural approach, a 
broader family of CHAT, states that “human development and learning … originate in social, 
historical, and cultural interactions” (Polly, Allman, Casto, & Norwood, 2018, p. 2). H. T. T. Tran 
(2016) argues that lecturer PD also embodies political factors, as it takes place in compliance 
with educational policies and is subject to change by the political regime in which it occurs. 
Consequently, in this study CHAT offers a lens through which to view lecturer PD in Vietnam as 
a social, cultural and historical activity. Political dimensions are also key in the study, and these 
are further examined in combination with Ball’s (1993) policy analysis framework. 
The approach to CHAT that provided the primary theoretical basis to this study is the second 
generation model. This study considers the EFL lecturer PD activity as the primary unit of 
analysis rather than a plurality of activity systems. The examination put a central focus on the 
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constitutive components of this activity and the complex relations between them. The 
examination also highlighted tensions and contradictions within and between the components. 
This direction of exploring the activity reflects the distinctive features of the second-generation 
CHAT, as detailed above. The way that EFL lecturer PD activity is analyzed in this study is 
graphically presented in Figure 3.4. 
 
Figure 3. 4 The PD activity of EFL lecturers in Vietnam 
Since lecturer PD is an individual as well as a collective activity, the Vietnamese EFL lecturers of 
non-English specialized students were the subjects. This study also involved academic 
managers, who took two roles in this activity. Since academic managers in Vietnam (Deans, 
Vice-Deans, and Heads of divisions) work between 70% and 80% of the prescribed 270 annual 
teaching hours of a lecturer without a managerial role (Vietnam MoET Minister, 2014), in this 
study, when managers expressed their views about, for example, PD courses or influences on 
PD, they were considered as the subjects, like lecturers. However, when they talked about, for 
example, faculty responsibility for lecturer PD, faculty PD administration, or faculty satisfaction 
with lecturers’ PD performance, then they were a community member.  
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The specific objects of the EFL lecturer PD activity are various as they are attached to a range of 
factors, such as research methodologies, curriculum development, doctoral degrees, English for 
specific purposes (ESP), job promotion, or networking. The generalized object of this activity is 
competencies, which are the levels of knowledge and skills at which EFL teachers and lecturers 
are expected to perform. These competencies are classified by National Foreign Language 2020 
Project (2014) into five domains: knowledge of language; knowledge of teaching; knowledge of 
language learners; professional attitudes and values in language teaching; and practice and 
context of language teaching. In considering an analysis of the tools and artefacts, these 
competencies are pursued by lecturers through a wide variety of PD instruments (refresher 
courses, workshops, conferences, self-study, professional groups, research projects, etc.), 
facilities for language teaching and learning, and other resources (human, time and financial).  
In relation to the rules, lecturers’ object-oriented processes are both facilitated and constrained 
by formal rules, such as national and institutional policies, regulations of refresher courses and 
other PD events. In addition, lecturers’ goal-directed actions are also regulated by informal 
rules, regulational norms and relational values, such as culture values, professional conscience 
and honor. 
Lecturers’ object-oriented processes are also mediated by a large community, including various 
social members, which may positively or negatively affect their possibilities of attaining objects. 
These social members may include policy makers, educational managers, PD program 
designers, refresher course organizers, PD trainers, colleagues, students, families, and the wider 
society.  
In considering the division of labor in this study, lecturers’ actions towards their objects involve 
negotiations among community members over the division of tasks, power and resources. 
These may include making policy, enacting policy, designing PD programs, organizing refresher 
courses, training PD, dividing resources (PD opportunities, PD funding, time), and 
administrating PD.  
The second generation CHAT was employed as the primary analytical tool in this study; that is, 
its prime focus was on the elements of the lecturer PD activity and the relations between them. 
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This study did not fully examine all neighbouring activities, such as teaching activity, learning 
activity, pre-service teacher training activity, or administrative activity, which would have 
featured if the the third generation of CHAT had been applied to this study. However, this study 
did consider dominant influences of neighbouring activities on the lecturer PD activity as 
reflected by the participants. These activities included, for example, the pre-service teacher 
training activity, and the teaching activity. This study did not provide fully detailed insights into 
these neighbouring activities or detail their interactions with the PD activity. That is, the third 
generation of CHAT is utilized as a subordinate theoretical basis in order to capture noticeable 
external interactions that may have influenced the PD activity. 
While the second generation of CHAT is employed, the processes of collecting and analyzing 
data in this study were also guided by five principles detailed in the third generation of CHAT 
(see Section 3.1). These principles were employed as a response to the “deep-seated 
insensitivity toward cultural diversity” (as cited in Engestrom, 2001, p. 135) that was pointed 
out by Cole (1988) as a limitation of CHAT second generation. These principles, which guided 
both the analysis and subsequent presentation of findings, were addressed in the following 
ways: the lecturer PD activity system was taken as the prime unit of analysis, with lecturers’ 
goal-directed actions considered as “a step that subjects take in the process of participating in 
an object-oriented activity” (Yamagata-Lynch, 2010, p. 21). The collection and analysis of data 
highlighted the multi-voicedness of the participants, who were a community of 125 EFL 
lecturers and academic managers coming from 14 institutions and three regions across the 
country. The participants differed in ages, genders, years of experience, academic degrees, and 
job positions.  
The lecturer PD activity was not regarded as being formed and evolved in a vacuum but instead 
shaped by local culture and transformed through its historical trajectory. The historicity was 
guaranteed by the analysis of this activity against the history of education in Vietnam with 
reference to the international history of teacher and lecturer PD. Contradictions that existed 
within the elements of the PD activity, between them, and between the PD activity and 
neighbouring activities were highlighted. They were not regarded as “points of failure or 
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deficits” (Foot, 2014, p. 17) but rather as “opportunities for creative innovations, for new ways 
of structuring and enacting the activity” (Foot, 2014, p. 16). 
The possibility of expansive transformations (Engeström, 2001) were examined in this study in 
order to support an interest in what would happen next as a result of identified contradictions. 
Lecturers’ deviations from established norms, the reconceptualization of objects, and motives 
were examined as indications of potential expansive transformations. The interest in 
contradictions inherent in the lecturer PD activity and understandings about the possibility of 
expansive transformations also provided evidence and a basis for this study to consider 
practical recommendations for changes in future lecturer PD. 
The process of collecting data in this study focused mainly on the elements composing the 
lecturer PD activity. The questions were asked in a way that elicited insights into the nature of 
the elements, the relations between them, and the underlying social, cultural and historical 
factors. Alongside internal contradictions, these then became the targets aimed for throughout 
the data analysis. In addition, CHAT concepts also served as the basis to make deductions and 
arguments about the activity, as well as to produce important recommendations for potential 
expansive transformations of the lecturer PD activity. 
In conclusion, this chapter has examined the evolution of CHAT and explained why and how this 
theoretical framework was employed in this study. CHAT allows analysis of human cultural and 
historical activities in order to transform them for more advanced possibilities. Due to its useful 
application in worldwide studies in the field of lecturer PD, it was deemed appropriate as a 
theoretical framework for this study. It offers a lens through which to view the cultural and 
historical characteristics of EFL lecturer PD in Vietnam. Particularly in its second generation 
form, CHAT provided a theoretical basis for the three main research phases – collection and 








Research methodology refers to “the strategy, plan of action, process or design lying behind the 
choice and use of particular [research] methods” (Crotty, 1998, p. 3). Methodology also 
includes a consideration of philosophical questions about knowledge acquisition and the ethical 
dimensions of the research (Bhatacherjee, 2012). Section 4.1 first explains ontology and 
epistemology and locates the position of this study within these two philosophical areas. 
Section 4.2 elaborates the mixed methods approach employed in this study. The next two 
sections delineate the research setting and participants. This is followed by an elaboration of 
the research methods adopted to collect and analyze data. Subsequent sections include 
descriptions of strategies for trustworthiness, ethical considerations and the researcher’s 
position. 
4.1. Ontology and Epistemology 
Ontology and epistemology are the two main branches of philosophy (Moon & Blackman, 
2014). Understanding ontology and epistemology is critical for social scientists to make 
meaningful interpretations as they provide “the general principles of theoretical thinking, a 
method of cognition, perspective and self-awareness, all of which are used to obtain knowledge 
of reality and to design, conduct, analyze and interpret research and its outcomes” (Moon & 
Blackman, 2017, p. 1).  
Ontology is the study of being (Lawson, 2004). It is a branch of philosophy concerned with the 
nature of existence, that is, “what is the nature of whatever it is that exists?” (Scales, 2013, p. 
2). Philosophers (Bryman, 2008; Crotty, 1998; Moon & Blackman, 2017) classify ontology in 
different ways. Bryman’s (2008) classification includes objectivism and constructionism, while 
Moon and Blackman (2014) identify ontology as realism and relativism. These positions can be 
gathered into two groups. The first group enclosing objectivism and realism posits that “social 
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phenomenon and their meanings have an existence that is independent of social actors” 
(Bryman, 2008, p. 19), or “a real world exists independent of human experience” (Moon & 
Blackman, 2017, p. 2). In other words, “realities exist outside the mind” (Crotty, 1998); a single 
reality exists that can be investigated and comprehended as a truth (Moon & Blackman, 2017). 
The second group, which is made up of constructionism (also known as constructivism) and 
relativism, takes the view that “things and meanings don’t exist independently, rather human 
beings have to construct the meanings” (Scales, 2013, p. 4); social actors continually construct 
social phenomena and their meanings (Bryman, 2008). Similarly, relativists state that “reality is 
constructed within the human mind, such that no one ‘true’ reality exists. Instead, reality is 
‘relative’ according to how individuals experience it at any given time and place” (Moon & 
Blackman, 2017, p. 2). 
Epistemology is the study of knowledge (Steup, 2005). It is a branch of philosophy “concerned 
with knowledge and how we can come to know things” (Scales, 2013, p. 5). Epistemology deals 
with “the nature of knowledge, its possibility, scope and general basis” (Hamlyn, 1995 as cited 
in Crotty, 1998, p. 8). It provides “a philosophical grounding for deciding what kinds of 
knowledge are possible and how we can ensure that they are both adequate and legitimate” 
(Crotty, 1998, p. 8). Thomas (2009) argues: 
If ontology is the study of what there is or exists in the social world, epistemology is the study of 
our knowledge of the world. How do we know about the world that we have defined 
ontologically? Epistemologists ask questions such as: 
 What is knowledge and how do we know things? 
 Are there different kinds of knowledge? 
 Are there good procedures for discovering knowledge? (p. 87) 
Epistemology is commonly arranged into objectivism, constructionism and subjectivism (Feast, 
2010; Staller, 2013). Objectivist epistemology supports the notion that “meaning, and therefore 
meaningful reality, exists as such apart from the operation of any consciousness” (Crotty, 1998, 
p. 8). Likewise, Moon and Blackman (2014) argue, “Reality exists outside, or independently, of 
the individual mind” (p. 3). Constructionists reject the objectivist view by arguing that “there is 
no objective truth waiting for us to discover” (Crotty, 1998, p. 8); instead, “the real 
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understanding is only constructed based on learners’ previous experience and background 
knowledge” (Ültanır, 2012, p. 195). In this sense, no meaning exists or is discovered out of the 
mind; rather, it is constructed and different meanings about the same phenomenon can be 
constructed by different people. The third epistemological stance – subjectivism – holds a 
completely different view: “meaning is imposed by people’s minds without the contribution of 
the world, there is no truth or meaning independent of the mind” (Feast, 2010, p. 2). 
Subjectivists argue that the meaning that the subject imposes on the object comes from neither 
the subject nor the object but from somewhere else such as our dreams or religious beliefs 
(Crotty, 1998). Reality can be expressed in a range of symbols and language systems, and 
individuals stretch it and shape it to fit their purposes (Moon & Blackman, 2017).  
My study – an investigation into the phenomenon of EFL lecturers’ professional development 
(PD) in Vietnam – and its employment of CHAT as the theoretical framework, sits ontologically 
within the relativist position. The PD of EFL lecturers in Vietnam is not a physical object like 
atoms for physicists or genes for biologists, which exist independently of human consciousness, 
rather it is a social entity. The activity itself and its meanings are constructed by social actors. 
Therefore, no singular nature of PD exists. Instead, the nature of lecturer PD is relative 
according to individuals’ experiences, perceptions and purposes. The overarching research 
question of this study ‘What are the political, social, cultural and historical dimensions of PD for 
EFL lecturers of non-English specialized students in Vietnam?’ is an attempt to explore the 
ontology of this study. 
Ontology tends to sit alongside epistemology, as “each theoretical perspective embodies a 
certain way of understanding what is (ontology) as well as a certain way of understanding what 
it means to know (epistemology)” (Crotty, 1998, p. 10). Each ontological notion often implies an 
epistemological notion; for example, the realist ontology that realities exist outside the mind 
implies the objectivist epistemology that meaning exists in objects independently of any 
consciousness (Crotty, 1998). Accordingly, the relativist ontology in this study sits together with 
the constructionist epistemology. Through directly and indirectly engaging with stakeholders in 
PD and using a range of data instruments, this researcher gradually constructed knowledge 
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about the phenomenon of EFL lecturer PD, thereby providing a basis to improve practice and 
contribute to the literature.  
4.2. Mixed Methods Approach 
There are three types of research methods generally used: Qualitative, quantitative, and mixed 
methods (Creswell, 2014). The qualitative approach is an inductive, subjective process of 
inquiry that is done in natural settings in order to build a complex, holistic picture. Research 
problems are generally answered without focusing on quantities. The detailed views of 
informants, which usually come from interviews, discussions and/or observations, are reported 
in informal, personal language (Tabinas, 2014).  
The quantitative approach is a deductive, objective process of inquiry where the variables in 
study are measured in numbers, analyzed using statistical procedures in order to describe or 
generalize results, and reported in formal, impersonal language (Tabinas, 2014).  
The mixed methods approach is a proccess of inquiry that “combines both qualitative and 
quantitative forms of research. It involves philosophical assumptions, the use of qualitative and 
quantitative approaches, and the mixing or integrating of both approaches in a study” 
(Creswell, 2014, p. 293). 
In this study I used a mixed methods approach. I first quantitatively analyzed participants’ views 
about the roles of PD, lecturers’ frequencies of involvement in PD, influences on their 
involvement in PD, and their PD needs. I then used qualitative analysis to deepen my 
understanding of specific aspects related to participants’ views about the importance of PD, the 
influences on their involvement in PD, their PD needs, and their institutional PD support and 
management. By elaborating and verifying data and findings produced by each method, I was 
able to address the research question.  
Mixed methods research initially emerged in a study by Campbell and Fisk in 1959 (Creswell, 
2009). Researchers recognized that quantitative and qualitative designs each had biases, and 
that the biases inherent in each methodology could neutralize those in the other (Creswell & 
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Clark, 2018). Originating in social sciences, mixed methods were subsequently widely employed 
in medical and other sciences (Wisdom & Creswell, 2013). Mixed methods design was seen as a 
separate research approach until the early 1990s (Creswell, 2014). It has since undergone 
several periods of development and refinement in its procedures to suit a wide variety of 
research questions (Wisdom & Creswell, 2013).  
Employing the mixed methods approach can be advantageous in several ways. It offsets the 
weaknesses of both quantitative and qualitative research, and “provides a more complete and 
comprehensive understanding of the research problem than either quantitative or qualitative 
approaches alone” (FoodRisc Resource Centre, 2018, p. 2). Additionally, it is “useful in 
understanding contradictions between quantitative results and qualitative findings” (Wisdom & 
Creswell, 2013). However, a researcher using mixed methods needs to take into consideration 
the disadvantages and limitations of this approach. Mixed methods studies are more complex 
to plan and conduct. They are “labor intensive and require greater resources and time than 
those needed to conduct a single method study” (Wisdom & Creswell, 2013, p. 4). It can be a 
challenge to “compare the results of two analyses using data of different forms” (Creswell, 
2009, p. 214) and to “resolve discrepancies that arise in the interpretation of the findings” 
(FoodRisc Resource Centre, 2018, p. 3). Hughes (2016) adds that “interpreting data using the 
MM [mixed methods] framework can be complicated and time intensive given that the data 
and interpretations are often abstract” (p. 2).  
There are three general types of mixed methods approaches: sequential, concurrent, and 
transformative (Creswell, 2009). With the sequential mixed methods procedure, the 
researcher’s aim is to “elaborate on or expand on the findings of one method with another 
method” (Creswell, 2009, p. 14). This may start with a qualitative phase of data collection and 
analysis, followed by a quantitative phase of data collection and analysis, and then the linking 
or integrating of the data from the two separate strands (Berman, 2017). Alternatively, 
quantitative data is collected first in a plan to test a theory or concept, with the qualitative data 
then collected in a few cases for detailed exploration. 
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In the concurrent mixed methods procedure, the investigator “converges or merges 
quantitative and qualitative data in order to provide a comprehensive analysis of the research 
problem” (Creswell, 2009, p. 14). Usually, quantitative and qualitative data is simultaneously 
collected but analyzed separately, the results then compared and/or integrated in the 
interpretation of the overall results (Terrell, 2012). Another possibility is that a smaller form of 
data is embedded in a larger one in the researcher’s scheme to analyze different types of 
questions. 
The transformative mixed methods procedure employs a theoretical lens as “an overarching 
perspective within a design that contains both quantitative and qualitative data” (Creswell, 
2009, p. 15). This lens works as a framework for the study, and collecting data may involve the 
sequential or concurrent strategies. 
In this study, the sequential mixed methods procedure was adopted. The quantitative and 
qualitative data was collected at approximately the same time using separate instruments, with 
the qualitative phase designed to intensify specific aspects that had been surveyed 
quantitatively. These forms of data have been analyzed separately in relevant chapters and the 
related findings integrated into the major findings in the discussion chapter. The integration 
was conducted in a way that findings from one data set were verified, clarified or 
supplemented by findings from the other data set, providing a comprehensive picture of EFL 
lecturer PD in Vietnam.  
4.3. Research Setting  
The setting for this study is universities in Vietnam. Vietnam has 236 universities, of which 171 
are public universities and 65 are private universities (Australian Government, 2018). While 
private institutions have their own operating mechanisms in accordance with the law, public 
institutions are bound more by policies of the Ministry of Education and Training (MoET) and 
the Vietnamese Government. The target institutions of this study were public universities with 
a Foreign Language Department (FLD), where English was taught as a subject for 
undergraduates by full-time academic staff. Public institutions were chosen because they have 
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high percentages of full-time lecturers and are “expected to strictly follow MoET directives” (H. 
T. T. Tran, 2016, p. 50). Because of limits of time, finance and human resources, this study’s 
participants included EFL lecturers and academic managers from 14 public universities located 
in different provinces and regions of Vietnam. Universities were first categorized 
geographically. Next, the researcher tried to contact FLD Deans via email in order to invite them 
and their staff to participate in the research. It is noted that contact details of many Deans were 
not available on their institutions’ websites, many email addresses were available but rarely 
used. Deans who replied and agreed to participate were contacted and all follow up details 
were emailed. The accessibility to Deans’ contact details and their response and willingness to 
take part in the study determined the participating university research sites for this study. In 
other words, the selection of research sites was a process that was based on the accessibility of 
universities. In this study, 14 universities agreed to participate, and these  were located in three 
regions of the country: five in the North, five in the Central and Western highland, and four in 
the South.  
4.4. Research Participants 
The target population of this study was lecturers teaching English to non-English specialized 
students. There are no official statistics on the number of this population, but it is estimated 
that this group consitutes a substantial majority of the thousands of EFL lecturers in Vietnam, as 
“around 94% undergraduates and 92% graduates are studying English as a subject” (Hoang, 
2010, p. 12). These lecturers would be distributed among every university throughout the 
country. 
The participants of this study were 101 lecturers and 24 academic managers, males and females 
of various ages, experiences, academic degrees and professional levels. All were Vietnamese. 
There is a small number of foreigners as EFL lecturers in Vietnam coming from countries where 
English is spoken as a first or second language, but they were not the subject of this study. The 
lecturers participating in this study taught English as their current full-time job, and 
experienced at least two years of teaching at the tertiary level. Full-time lecturers pursue PD as 
a mandatory duty, and those with fewer than two years of teaching were presumed not to 
66 
 
undertake much PD experience, thus could not have a thorough understanding of PD or express 
clear PD needs. 
The academic managers participating in this research included Deans, Vice-Deans of faculties of 
foreign languages (FFL) and leaders of academic divisions. It is worth noting that the primary 
duty of an academic managers at universities in Vietnam is teaching. They teach up to 80 
percent of their annual professional duties, depending on their positions and FFL sizes (Vietnam 
MoET Minister, 2014). Academic managers are usually those who are professionally 
experienced and represent considerable achievements in their jobs. Their participation in this 
study thus provided critical voices about lecturer PD. Statistics about the participants are listed 
in Table 4.1.  
 
Table 4. 1 Statistics about the participants 
4.5. Research Methods 
4.5.1. Data Collection 
Data collection is the process of systematically gathering and measuring information on 
variables of interest that enables the researcher to answer stated research questions or test 
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hypotheses (Northern Illinois University, 2018b). Questionnaires and interviews are widely used 
to collect both quantitative and qualitative data for a research project. In this study, a 
questionnaire was used to collect information about participants’ views about the roles of PD, 
lecturers’ frequencies of involvement in PD, influences on lecturers’ involvement in PD, and 
their PD needs (Appendix 1), while focus groups and individual interviews were used to collect 
information in textual form about some of the aspects surveyed with the questionnaire 
(Appendices 2 and 3). Other aspects of data collection discussed in this section are participant 
recruitment, fieldwork statistics, and policy documents. 
Questionnaires 
Questionnaires are a “useful instrument for collecting survey information, providing structured, 
often numerical data” (Cohen, Manion, & Morrison, 2007, p. 317). Giving large numbers of 
participants, questionnaires concurrently allow researchers to save time and cost and 
participants to answer questions at their convenience. However, questionnaires may pose 
some disadvantages: researchers may encounter low rates of response returns, limited 
opportunities for asking and explaining, and a lack of conscientious responses. 
In order to understand the complexity inherent in PD in this context and consider the gaps in 
the literature, quantitative data for this study was collected in the form of a newly developed 
semi-structured, web-based questionnaire of 98 items. The four aspects of PD that were 
covered in the survey were informed by the gaps identified in the literature review, particularly 
related to the following six topics: the importance of PD, policies on PD, PD models, factors 
affecting participation in PD, PD needs and the effects of PD. The theoretical lens of CHAT 
guided the construction of the survey questions; that is, the questions were constructed around 
six elements of human activities: subject, object, tools, rules, community, and division of labor, 
as detailed in the CHAT model Figure 3.4 (p. 55). This theoretical lens informed the design of 
questions that would assist me in capturing the central underlying social, cultural and historical 
factors through an examination of the interaction and relationships between the elements of 
PD in this context as detailed in CHAT theory.  
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The questionnaire was written in plain English and composed of both closed- and open-ended 
questions. Most of the questions were closed-ended and allowed for multiple choice, 
dichotomous, and Likert rating scale replies. Participants responded by choosing from a range 
of prescribed responses. Additionally, for each aspect being questioned, participants could 
express further ideas with an open-ended item provided at the end of each question set. The 
questionnaire could not cover all possible responses, so open-ended items created a chance for 
respondents to present further ideas. Moreover, some participants may have felt more 
comfortable about expressing their ideas when they had more time on their own for 
questionnaires; therefore, it was thought that open-ended questions could provide additional 
valuable research information. The same questionnaire was applied to both groups of 
participants – lecturers and academic managers. 
In order to establish the content validity of the survey and to improve the questions, format 
and scales (Creswell, 2009), the initial questionnaire was piloted with five non-participant 
Vietnamese EFL lecturers who shared similar characteristics to the intended participants. After 
responding to the draft survey questions, the pilot participants gave feedback regarding, for 
example, the clarity of the questions, how they felt about answering the questions, the time 
spent on the questionnaire, and other ideas they had about the questionnaire. Their comments 
were then incorporated into the final questionnaire revisions. 
The questionnaire was sent to participants via Qualtrics, a professional software program for 
surveys that is convenient for researchers. It can remind participants if they have not yet 
answered or finished answering the questionnaire and tell the researcher how much time a 
respondent has spent on the survey. This information allows the researcher to know whether 
responses from a participant are valid. Furthermore, Qualtrics is especially useful for its 
capacity to report and export survey results in a variety of formats, such as Excel, Word, 
PowerPoint, PDF, SPSS. This greatly facilitated the next stage of data analysis. It took 




Focus Groups and Individual Interviews 
Cohen et al. (2007) define focus groups as: 
A form of group interview, though not in the sense of a backwards and forwards between 
interviewer and group. Rather, the reliance is on the interaction within the group who discuss a 
topic supplied by the researcher, yielding a collective rather than an individual view. (p. 376) 
Cohen et al. (2007) indicate that focus groups deal with particular issues to yield insights that 
might not otherwise be available in straightforward interviews. It is through interaction of the 
group that data emerge. Focus groups are economical on time, producing a large amount of 
data in a short period, but they tend to produce less data than one-to-one interviews with the 
same number of individuals. 
Interviews are inter-views, that is, “an interchange of views between two or more people on a 
topic of mutual interest, sees the centrality of human interaction for knowledge production, 
and emphasizes the social situatedness of research data” (Cohen et al., 2007, p. 349). An 
advantage of interviews is the opportunities they provide for asking, explaining and prompting. 
The interviewer can ask for further information if something is not understood and encourage 
conversation. Similarly, interviewees can ask the interviewer to explain the questions they may 
not understand. On the other hand, the disadvantages inherent in interviews can hinder 
investigators. Interviews are usually time and cost consuming, and limited in terms of numbers 
of participants. The investigator may face difficulty arranging times and venues for interviews, 
especially for group interviews and focus groups. Another disadvantage is the possibility that 
the respondents are not willing to share all their perspectives on the topic because of the 
attendance of other participants.  
In this study, focus groups were designed for the lecturers, and individual interviews for the 
academic managers. These two groups had different professional positions, so their 
perspectives upon lecturer PD were presumed to be different. Interviews were conducted 
separately to capture the varying perspectives and eliminate issues that might arise as a result 
of uneven power relationionships. For example, with the attendace of their manager in the 
same interview, lecturers might express their ideas differently from what they really wished, or 
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the manager might become dominant in the interview. The focus group and interview 
questions, like the questionnaire, were newly developed by the researcher in order to gain 
deeper insights into specific aspects covered by the questionnaire. These also include the six 
dimensions in the literature and the CHAT elements of the PD activity and the subsequent 
interactions and relationships between these elements. Interviews used direct and open-ended 
questions, with prompts to elicit participants’ responses. In focus groups, each aspect of the 
research was initiated by the researcher as a topic for the group to discuss. 
Focus groups and individual interviews were semi-structured and conducted in face-to-face 
mode. They were performed in a natural way of conversing so as to stimulate as many ideas 
about the topic as possible. This made it easier for participants to interact and discuss various 
aspects of the topic in some depth. Lecturer focus groups were planned to have groups of four 
to six participants. It was assumed that there would be several lecturers at each university 
agreeing to participate. Focus groups thus helped the researcher seek information from all the 
participants from the same research site in one visit to their locality. Moreover, focus groups 
were an opportunity for lecturers to sit together and discuss their PD, and the researcher 
benefited from this discussion in terms of information they produced. Lecturers focus groups 
were intended to last around 45 minutes each.  
Interviews with academic managers were conducted individually because there was a smaller 
number of academic managers than lecturers, and it was usually more difficult to obtain their 
acceptance. Interviews with academic managers were planned to last 30 minutes each. 
The questions for focus groups and individual interviews were piloted with three non-
participant Vietnamese EFL lecturers and one academic manager who shared similar 
characteristics to the intended participants. These pilot participants were new PhD students in 
Sydney at the time. The pilot testing was conducted face-to-face and audio-recorded. The 
participants then made comments regarding the clarity and relevance of the questions, their 
feeling and comfort during the interviews, and the interviewer’s manner and asking techniques. 
The questions were then revised accordingly. In addition, the testing and feedback provided the 
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researcher with useful experience regarding how to conduct an interview that could encourage 
interiewees’ willingness to share their ideas.  
Participant Recruitment  
Recruitment for a research project is the process of drawing and selecting suitable candidates 
from a defined population. After the Human Research Ethics Committee (HREC) of Western 
Sydney University (WSU) provided the Human Ethics Approval, dated the 3rd July 2017 and 
indexed H12255, to determine that the proposal of this research project met the requirements 
of the National Statement on Ethical Conduct in Human Research (Appendix 5), the recruitment 
of participants began following a number of steps. First, the researcher sent a request to 
targeted Deans to ask for their permission to have themselves and their staff engage in the 
study (Appendix 6). The process did not involve requesting permission from rectors as the 
fieldwork did not involve direct intervention in any daily activities at research sites. On agreeing 
to the request, the Deans allowed the researcher to access their staff’s contact details. Next, an 
invitation to participate was sent to potential participants via their personal emails (Appendices 
7 and 8). In order to encourage them to get involved in the study, questionnaire and interview 
participant information sheets that clearly stated factors concerning participation were also 
included in the invitation email (Appendices 9 and 10). The invitation also set out the suitability 
criteria for participants, that is, they should be full-time lecturers who have taught English for 
non-English specialized students for at least two years. To enter the questionnaire, participants 
simply clicked the link attached at the end of the invitation, the tab for the questionnaire 
opened and the participants could answer the questions. To accept being interviewed, 
participants replied to the invitation email. A time and venue for a meeting were then arranged 
at the participants’ convenience. This recruitment strategy was a random sampling, each 
individual from the population was chosen by chance and had an equal probability of being 
selected. Participants for the interviews were a smaller number of those who returned their 
responses to the questionnaire. A consent form was signed by each participant before the 




Table 4. 2 The chronology of data collection 
Fieldwork Statistics 
The fieldwork took the researcher five weeks to complete. A total of 240 invitations were sent 
to 43 academic managers and 197 lecturers; 105 responses to the questionnaire were returned, 
and responses from 17 academic managers and 83 lecturers were accepted. Five respondents 
were indicated by Qualtrics to have spent approximately one minute filling out the 
questionnaire, which was considered invalid. The distribution of respondents to the 
questionnaire was 35% from the North, 44% from the Centre and Western Highland, and 21% 
from the South. The survey results were then processed by Qualtrics for frequencies and 
percentages of each variable and exported into Excel, Word, PowerPoint, PDF, SPSS for further 
analysis. 
Nineteen lecturers from five universities were formed into five focus groups. Of these, 17 were 
female and two were male. Seven of these interviewees came from the North, nine from the 
Centre and Western Highland, and three from the South. The smallest number of participants in 
a focus group was three, the largest was five. The duration of the focus groups ranged between 
30 and 55 minutes. All the focus groups were conducted at quiet cafés of the participants’ 
choice.  
Six individual interviews were carried out with academic managers from five universities. Two 
interviewees were Vice-Deans and four were leaders of academic divisions. Two were female 
and four were male. One was from the North, three from the Centre and Western Highland, 
and two from the South. Four of the interviews took place at quiet cafés, the other two 
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occurred at the participants’ home and office. The time and venues were decided by the 
participants. The duration of the individual interviews varied from 16 to 30 minutes.   
All the communications with both groups were in the Vietnamese language at the participants’ 
preference and digitally recorded with their permission. The interviews were soon afterwards 
transcribed verbatim into Vietnamese and translated into English by the researcher. The English 
transcripts were tested for accuracy by applying the probability test of back-translation, that is, 
part of an English translation was randomly selected and translated back into Vietnamese by an 
outsider. All the English texts were then imported into NVivo for analysis. 
Policy Documents  
In addition to the questionnaire and interviews, data was also collected through national policy 
documents related to the research topic, such as (higher) education laws, and regulations on 
lecturers’ personal attributes, professional standards, working conditions, salaries, and lecturer 
PD (Appendix 4). These were all official and open documents issued by the Assembly, 
Government or MoET, so they were easily accessible from the websites of these organizations. 
These documents reflected the official voices of the Government and high-level educational 
authorities in terms of lecturers and their PD. An overall picture of methods of data collection 
and forms of data is shown in Table 4.2.  
Acknowledging that the consequences of improperly collected data could be disastrous, this 
study put particular emphasis on ensuring accurate and appropriate collection by applying a 
number of tactics. First, a comprehensive and detailed procedure for data collection and 
storage was developed. Second, the instruments for data collection were selected after close 
consultation with the researcher’s supervisory panel. Third, the questions allowed for a 
thorough exploration of the research problem by making sure that each question addressed 
some aspect of it. Fourth, plain language was used throughout the process of data collection, 
making sure to avoid any vague meanings and that all the participants had similar 
understanding of the language used. Last, details of the fieldwork were carefully documented, 




Table 4. 3 Methods of data collection and forms of data  
4.5.2. Data Analysis 
Data analysis is “the process of systematically applying statistical and/or logical techniques to 
describe and illustrate, condense and recap, and evaluate data” (Northern Illinois University, 
2018a, p. 1). Data analysis is the next stage after data have been collected, organized and 
stored, and software programs for analyzing data have been chosen. The forms of analysis to be 
employed depend on several factors, for example, research approaches, types of data, type and 
size of samples, and analysis purposes.  
Illuminated by the second and third generations of the CHAT lens, both quantitative and 
qualitative data in this study were analyzed under the constituent components of the PD 
activity, as illustrated in the CHAT diagram of the PD activity in Figure 3.4 (p. 55). The purposes 
of analysis were: 
 To obtain deep insights into the nature of the components 
 To identify how the components interact and relate to each other 
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 To capture expansive transformations of the PD activity 
 To identify noticeable relationships between the PD activity and its neighbouring 
activities 
 To identify levels of contradictions inherent in the PD activity and its neighbouring 
activities 
 To highlight social, cultural and historical factors underlying these components and the 
relationships between them and between activities. 
As mentioned earlier, this study adopted the mixed methods approach, in which quantitative 
and qualitative data were analyzed separately and then combined in order to identify themes 
and the findings of this study. The process of analyzing the data is described below.  
4.5.2.1. Analysis of Quantitative Data 
Quantitative data analyzed in this study fell into two types: categorical and continuous. 
Categorical data, which was produced through dichotomous scales (e.g. Yes – No; True – False) 
and nominal scales (e.g. Bachelor – Master – Doctor – Others), included variables such as 
demographics (genders, educational qualifications, regions, job positions), and statements on 
PD programs and types of PD activities. Continuous data, which was produced through interval 
or ratio scales (e.g. 1 – 2 – 3 – 4 – 5), included lecturers’ frequencies of participation in PD 
activities, importance of PD, influences on PD, and degrees of training needs for competencies. 
Qualtrics was used to code the quantitative data, process data for frequencies and percentages 
and export results for further computer analysis. 
Through the second generation of CHAT, the analysis of quantitative data focused on the 
nature of three major elements of the PD activity, these include subjects (lecturers) and their 
perceptions of the importance of PD, gender, academic degrees, regions, and their frequencies 
of participating in PD; objects (lecturers’ training needs); and tools (types of PD). The focus was 
also put on the mediation of elements that influenced the lecturers’ process towards their 
training needs and the factors affecting lecturers’ involvement in PD. This analysis provided a 
deep insight into the nature of the PD activity as well as the underlying social, cultural and 
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historical background. The additional adoption of the third generation of CHAT also captured 
dominant interactions between the PD activity and other activities, such as the pre-service 
teacher training activity and the teaching activity.     
The software program IBM SPSS Statistics version 25 was employed to analyze the quantitative 
data. Categorical data was analyzed through two descriptive statistics belonging to non-
parametric tests: frequencies and crosstabulations. Continuous data was analyzed through 
several parametric tests, including three descriptive statistics (frequencies, crosstabulations, 
and mode) and two inferential statistics (Independent Samples T-Test, and One-way ANOVA). In 
addition, the two inferential statistics were assisted by a (Partial) Eta-squared test to measure 
effect size (i.e. how different the means were) and Post hoc Tukey test to determine which 
means were different.  
According to Korb (2013) “Frequency statistics simply count the number of times that each 
variable occurs” (p. 1). In this study, frequency statistics were applied to personal information 
about the participants. As a frequency is simply the number of participants who indicated a 
category, and it is sometimes “difficult to interpret frequency distributions because the 
frequency by itself is meaningless” (Korb, 2013, p. 1), percentages were also included when 
reporting data. 
Crosstabulations are appropriate for analyzing and comparing the results for one or more 
variables with the other results (DeFranzo, 2012). In this study, crosstabulations were used to 
analyze and compare data relating to several variables: age, gender, region, respondents’ views 
about the importance of PD, lecturers’ frequencies of involvement in PD, influences on 
lecturers’ involvement in PD, the competencies in which lecturers needed to be developed, and 
lecturers’ preferences for PD tools. 
The mode is the score obtained by the greatest number of people (Cohen et al., 2007). It is a 
way of expressing important information about a random variable or a population. This study 
applied the mode to describe data relating to four variables: respondents’ views about the 
importance of PD, lecturers’ frequencies of PD uptake, influences on lecturers’ involvement in 
PD, and the competencies in which lecturers needed to be developed. 
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Independent Samples T-Test is a parametric test for continuous data to evaluate if two 
populations have equal means on some variable (Berg, 2019a). This inferential test was 
adopted in this study to determine if differences in influences on lecturers’ involvement in PD 
between genders, which were discovered through descriptive tests, were statistically 
significant. Further details about Independent Samples T-Test are given in Chapter Six. 
One-way ANOVA is an inferential statistical technique for testing the means of three or more 
independent samples (Berg, 2019b). This study employed One-way ANOVA to test statistical 
significance regarding differences in the views about the roles of PD between age groups, in 
frequencies of PD involvement, and in influences on PD involvement between regions. Chapter 
Six also elaborates on One-way ANOVA. 
4.5.2.2. Analysis of Qualitative Data  
According to Cohen et al. (2007), analysis of qualitative data is the process of making sense out 
of text, involving “organizing, accounting for and explaining the data … There is no one single or 
correct way to analyze and present qualitative data; how one does it should abide by the issue 
of fitness for purpose” (Cohen et al., 2007, p. 461). The analysis of qualitative data in this study 
aimed to gain a deeper insight into selected aspects of lecturer PD that were not conveniently 
explored through the questionnaire. The qualitative data included policy documents related to 
the vision of the English language in Vietnam, and national regulations and policies affecting PD 
of EFL lecturers. Qualitative data was thematically coded and organized with the assistance of 
NVivo version 12. 
The second generation of CHAT framed the aspects of qualitative analysis. This includes 
lecturers’ perceptions of the importance of PD (subject), lecturers’ training needs (object), 
national policies (rules), and institutional and faculty managers (community). An analysis of how 
the elements mediated lecturers’ PD processes was also qualitatively deepened through further 
investigation into how the elements affected lecturers’ actions towards their training needs. 
Moreover, the additional application of the third generation of CHAT captured external 
interactions that may have influenced the PD activity. 
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Focus Groups and Individual Interviews  
The same process of analysis was applied for data obtained through focus groups and individual 
interviews. As mentioned earlier, the audio recordings of the interviews were transcribed soon 
after the interviews were conducted. These Vietnamese transcripts were then translated into 
English, and some randomly selected parts of the English translation were then back translated 
into Vietnamese as a method of ensuring the accuracy. The transcription and English 
translations were done by the researcher himself, while the back translation was done by an 
outsider. The original Vietnamese versions and the back-translated texts were compared to 
assess any deviations.  
The English translations were imported into NVivo to facilitate the coding, which included two 
levels. The first level was automatically done by NVivo with the texts organized question by 
question, that is, all the answers to each question were gathered under the question. Questions 
were used as themes and as node labels. Each question was a parent node, which included a 
collection of its answers. In the second level, the researcher went through each line in the 
collections in order to discover subthemes, that is trends of the answers, and create child nodes 
for them under the parent nodes. This was a process of hand coding in NVivo. The number of 
child nodes would depend on the trends of answers that were detected in each collection. For 
example, under the parent node ‘What is your attitude towards PD?’, the answers might follow 
two trends: favorable and unfavorable attitudes. Two child nodes would then create for these 
two trends, probably labelled as favorable and unfavorable. This process of coding used “some 
combination of predetermined and emerging codes” (Creswell, 2009, p. 187). When the coding 
was already done for all the questions, a codebook was exported into Word format. The 
codebook allowed “to develop and change based on the information learned during the data 
analysis” (Creswell, 2009, p. 187). 
The next step of the analysis was to represent the themes and subthemes using narrative 
passages to convey the findings of the analysis. Details of themes and subthemes were 
described and completed with specific illustrations, multiple perspectives and quotations 




Document analysis is a form of qualitative research in which documents are interpreted to give 
voice and meaning around an assessment topic (Bowen, 2009). In this study, all the national 
educational policy documents that potentially affected PD of EFL lecturers were collected and 
processed in the same way as the interviews, including translation, import in NVivo, thematic 
coding and export in Word format. Data was then analyzed employing Ball’s (1993) theory of 
policy analysis. 
For Ball (1993), policy can be considered as text, discourse, and policy effects. Policy as text 
regards policies as “representations which are encoded in complex ways (via struggles, 
compromises, authoritative public interpretations and reinterpretations) and decoded in 
complex ways (via actors’ interpretations and meanings in relation to their history, experiences, 
skills, resources and context)” (p. 11). He argues that policies – the texts – are the products of 
compromises at various stages, when policies experience different interpretations, and 
interpretations of interpretations. In Ball’s (1993) perspective, “Policies are textual 
interventions into practice [however] the enactment of texts relies on things like commitment, 
understanding, capability, resources, practical limitations, cooperation and (importantly) 
intertextual compatibility” (p. 12). Policy texts also enter power relations. Therefore, “textual 
interventions can change things significantly” (p. 13), or things may stay the same, or changes 
are different in different settings and different from the intentions of policy authors.  
Analysis of policy as discourse seeks to bring under sharp focus “practices that systematically 
form the objects of which they speak … Discourses are not about objects; they do not identify 
objects, they constitute them and in the practice of doing so conceal their own invention” 
(Foucault, 1977 as cited in Ball, 1993, p. 14). Ball argues that discourse is irreducible to language 
and to speech, but is a system of practices, a set of values and ethics. In this sense, “we are 
spoken by policies, we take up the positions constructed for us within policies” (p. 14). 
Ball (1993) divides policy effects into specific effects and general effects. Specific effects refer to 
the impact of a change or policy text on practice. General effects refer to the impact of an 
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ensemble of policies of different kinds. Ball (1993) also distinguishes between first-order effects 
and second-order effects. First-order effects are “changes in practice or structure” (p. 16); and 
second-order effects are “the impact of these changes on patterns of social access and 
opportunity and social justice” (p. 16). He requires social policy analysis to “evaluate the 
distributional impact of existing policies and proposals and the rationales underlying them” (p. 
16). 
4.5.3. Interpretation of Findings 
“Effective integration of data is the key to utilizing the mixed methods approach to draw more 
comprehensive conclusions from a project” (CIRT, 2016, p. 8). All the quantitative and 
qualitative findings obtained from the three previous data chapters were integrated to detect 
emerging themes. Major findings were then grouped into common themes, which are 
interpreted in the discussion chapter. The findings achieved through the analysis of different 
forms of data are presented in ways that verified, clarified and supplemented each other in 
reference to the theory and extensive literature. The discussion, which was grounded by Ball’s 
(1993) theory of policy analysis and particularly CHAT, centers around four dimensions of the 
lecturer PD activity: political, social, cultural, and historical, as indicated through the 
overarching research question. The study provides a comprehensive picture of PD for EFL 
lecturers of non-English specialized undergraduates in Vietnam, and considers potential ways of 
improving PD for EFL lecturers in this context.   
4.6. Strategies for Trustworthiness 
According to Lincoln and Guba (1985), trustworthiness is related to the following questions: 
“How can an inquirer persuade his or her audiences (including self) that the findings of an 
inquiry are worth paying attention to, worth taking account of? What arguments can be 
mounted, what criteria invoked, what questions asked, that would be persuasive on this issue?” 
(p. 290). In simple terms, trustworthiness refers to the ways researchers make sure that 
“credibility, transferability, dependability, and confirmability are evident in their study” 
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(Universal Teacher, 2014, p. 1). This section defines these four factors and how they are 
ensured in this research. 
4.6.1. Credibility 
Credibility, also known as internal validity or truth value (Korstjens & Moser, 2018), refers to 
“the extent to which variations in an outcome (dependent) variable can be attributed to 
controlled variation in an independent variable” (Lincoln & Guba, 1985, p. 290). In other words, 
as Zohrabi (2013) argues, credibility is concerned with “the congruence of the research findings 
with the reality” (p. 258), and deals with “the degree to which the researcher observes and 
measures what is supposed to be measured” (p. 258). Shenton (2004) suggests a number of 
methods in the attempt to promote confidence that researchers have accurately recorded the 
phenomena under scrutiny. The methods are briefly summarized as follows: 
 The adoption of research methods 
well established; 
 The development of an early 
familiarity with the culture of 
participating organizations; 
 Random sampling; 
 Triangulation;  
 Tactics to help ensure honesty in 
informants; 
 Iterative questioning; 
 Negative case analysis; 
 Frequent debriefing sessions; 
 Peer scrutiny of the research project; 
 The researcher’s reflective 
commentary; 
 Background, qualifications and 
experience of the investigator; 
 Member checks; 
 Thick description of the phenomenon 
under scrutiny; and 
 Examination of previous research 
findings. 
Zohrabi (2013) adds that credibility can be ensured by long-term observation at research sites, 
participatory or collaborative mode of research, and accounting for researcher’s biases. 
In order to maintain credibility, this study applied nine tactics: 
1. Carefully established research methods, as elaborated in section 4.5;  
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2. The creation of a data triangulation by using different methods of collecting data and 
various sources of data (questionnaires, focus groups, interviews, and policy 
documents), ensuring the depth and accuracy of research information; 
3. In order to ensure the honesty in informants, each person approached was given 
opportunities to refuse to participate in the study (Appendices 9, 10); 
4. The implementation of iterative questioning by returning to matters previously raised 
by an informant and extracting related data through rephrased questions; 
5. The frequent arrangement of debriefing sessions and regular contact via email with the 
researcher’s supervisory panel to discuss his visions, test his development of ideas and 
interpretations, and help him recognize his own biases and preferences; 
6. Making explicit the researcher’s personal and professional information relevant to the 
phenomenon under study because of the acknowledgment that the researcher in this 
study was an instrument of data collection and analysis, as elaborated in section 4.8; 
7. The provision of a detailed description of the phenomenon under scrutiny to help 
convey the actual situation that was being investigated, as described in sections 1.2 and 
2.4); 
8. Relating research findings to an existing body of knowledge to assess the degree to 
which the findings were congruent with those of past studies, as discussed in Chapter 
Eight; 
9. The researcher’s attempt to “remain as nonjudgmental and clear as possible throughout 
the research process” (Zohrabi, 2013, p. 259) by sticking to the ethical rules and 
principles (see Section 4.7), performing the evaluation as accurately as possible and 
reporting the findings honestly. 
4.6.2. Transferability 
Transferability, also known as external validity, generalisability, or applicability (Burchett, 
Umoquit, & Dobrow, 2011), means “the level to which the audience has the ability to generalize 
the results of a research to her or his own context” (Universal Teacher, 2014, p. 2). In short, 
transferability is “concerned with the applicability of the findings in other settings or with other 
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subjects” (Zohrabi, 2013, p. 259). Lincoln and Guba (1985) argue that “the naturalist cannot 
specify the external validity of an inquiry; he or she can provide only the thick description 
necessary to enable someone interested in making a transfer to reach a conclusion about 
whether transfer can be contemplated as a possibility” (p. 316). According to Shenton (2004), 
the ‘thick description’ should include the information about:  
 the number of organizations taking part in the study and where they are based  
 any restrictions in the type of people who contributed data  
 the number of participants involved in the fieldwork  
 the data collection methods that were employed  
 the number and length of the data collection sessions  
 the time period over which the data was collected. (p. 70) 
In this study, the study boundaries are accurately conveyed to the reader. For the 
transferability of the findings, this study shares the idea that it is “more the responsibility of the 
individual seeking to transfer the findings to a different situation or population than that of the 
investigator of the initial study” (Universal Teacher, 2014, p. 2). 
4.6.3. Dependability 
Dependability of the data, also known as reliability or consistency (Golafshani, 2003), means 
“whether the conclusions would be consistent if the inquiry were repeated with the same 
subject matter or in a similar context” (Universal Teacher, 2014, p. 2). Lincoln and Guba (1985) 
indicate that a demonstration of credibility is sufficient to establish dependability because there 
is no credibility without dependability. They also suggest that dependability can be ensured by 
the use of ‘overlap methods’, which represent a kind of triangulation, and an ‘inquiry audit’ 
performed by examining both the process by which the accounts were kept and the product – 
the records – from the point of view of their accuracy. Merriam (1998) suggests using the 
technique of ‘investigator’s position’, which means the investigator needs to explicitly explain 
the different processes and phases of the inquiry. 
The dependability of this study was guaranteed with the employment of a number of 
techniques, including different procedures for data collection, detailed descriptions of the 
84 
 
study’s rationale and design, the choice of subjects, the methods of data collection and 
analysis, the derivation of themes, and the interpretion of results. 
4.6.4. Confirmability 
Confirmability, also known as objectivity or neutrality (Miyata & Kai, 2009), can be defined as 
“the degree to which the results are a function solely of the informants and conditions of the 
research and not of other biases, motivations, and views” (Universal Teacher, 2014, p. 2). 
Therefore, “steps must be taken to help ensure as far as possible that the work’s findings are 
the result of the experiences and ideas of the informants rather than the characteristics and 
preferences of the researcher” (Shenton, 2004, p. 72).  
 
Table 4. 4 Tactics for trustworthiness   
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Lincoln and Guba (1985) suggest three techniques for establishing confirmability: confirmability 
audit, triangulation, and the keeping of a reflexive journal. In order to advance the 
confirmability in this study, the researcher adopted these three techniques. In his reflexive 
journal he evaluated the study as it developed, recorded his initial impressions of data 
collection sessions, and described patterns emerging in the data. The tactics for trustworthiness 
in this study are summarized in Table 4.3. 
4.7. Ethical Considerations 
Ethics are “the norms or standards for conduct that distinguish between right and wrong. The 
integrity, reliability and validity of the research findings rely heavily on adherence to ethical 
principles” (CIRT, 2016, p. 9). Ethics help researchers differentiate acceptable and unacceptable 
behaviors. Israel and Hay (as cited in Creswell, 2014) suggest proposal writers anticipate ethical 
issues so as to protect and develop a trust their research participants, promote the integrity of 
the research, guard against misconduct and impropriety that might reflect on their 
organizations or institutions, and cope with new, challenging problems.  
Ethical issues need to be considered for all types of research designs and for all stages of 
research. In this study, ethical anticipation was reflected through five research stages, as shown 
in Table 4.4. 




1. Examine codes of ethics. 
2. Seek approval for ethics. 
3. Gain local permission from 
sites and participants. 
4. Select sites without a vested 
interest in the outcome of the 
study. 
5. Negotiate authorship for 
publication. 
1. Consult the code of ethics in educational 
research. 
2. Submit a proposal for Human Research 
Ethics Application (HREA). 
3. Identify and go through local approvals. 
4. Select sites not raising power issues with 
researchers. 
5. Give credit for work done on the study, 
decide on author order in future publication. 
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Research stage Ethical issue Technique to address the issue 
Beginning the 
study 
6. Identify a research problem 
that benefits participants. 
7. Disclose purpose of the study. 
8. Do not pressure participants 
into signing consent forms. 
9. Respect norms and charters of 
indigenous societies.  
6. Conduct informal conversations with 
lecturers about their PD practices. 
7. Contact participants, inform them of the 
general purpose of the study. 
8. Tell participants that they do not have to 
sign forms. 
9. Find out about differences in culture, 
religions and genders at the research sites 
and participants that need to be respected. 
Collecting data 10. Respect the sites, disrupt as 
little as possible. 
11. Treat the participants equally. 
12. Avoid deceiving participants. 
13. Respect potential power 
imbalances and exploitation of 
participants. 
14. Do not “use” participants by 
gathering data and leaving the 
site. 
15. Avoid collecting harmful 
information. 
10. Build trust, convey the extent of 
anticipated disruption in gaining access. 
11. Put into place waiting list provisions for 
treatment for controls. 
12. Discuss purpose of the study and how 
data is used. 
13. Avoid leading questions, withhold sharing 
personal impressions, avoid disclosing 
sensitive information, involve participants as 
collaborators. 
14. Provide rewards for participating. 
15. Stay to questions stated in an interview 
protocol. 
Analyzing data 16. Avoid siding with participants. 
17. Avoid disclosing only positive 
results. 
18. Respect the privacy and 
anonymity of participants. 
16. Report multiple perspectives. 
17. Report contrary findings. 
18. Assign fictitious names or aliases, develop 
composite profiles of participants. 
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Research stage Ethical issue Technique to address the issue 
Reporting data 19. Avoid falsifying authorship, 
evidence, data, findings, and 
conclusions. 
20. Do not plagiarize. 
21. Avoid disclosing information 
that would harm participants. 
22. Communicate in clear, 
straightforward, proper language. 
23. Share data with others. 
24. Keep raw data and other 
materials. 
25. Do not duplicate or piecemeal 
publications. 
26. Provide complete proof of 
compliance with ethical issues 
and lack of conflict of interest, if 
requested. 
27. State owners of the research 
data. 
19. Report honestly. 
20. Adhere to APA guidelines for permissions 
needed to reprint or adapt works of others. 
21. Use composite stories so that individuals 
cannot be identified. 
22. Use unbiased language appropriate for 
audiences of the research. 
23. Provide copies of the report to 
stakeholders, share results with other 
researchers, consider website distribution, 
consider publishing in another language. 
24. Store data and materials following the 
guidelines of Western Sydney University 
(WSU). 
25. Refrain from using the same material for 
more than one publication. 
26. Disclose funders for research, disclose 
who profits from the research. 
27. Give credit for ownership within the 
guidelines of WSU. 
Table 4. 5 Ethical issues and techniques to address them (Adapted from Creswell, 2014) 
4.8. The Researcher’s Position 
Before conducting this study, this researcher worked as an EFL teacher and lecturer in Vietnam 
for 14 years, of which seven years were at a high school and seven at a university. At the 
university where he worked, he taught English to non-English specialized students. His teaching 
experience helped him gain a general understanding of the educational system in Vietnam, 
especially foreign language education, and the professional lives of EFL teachers and lecturers. 
Throughout his teaching career, he participated extensively in PD, including formal PD such as 
conferences, workshops, short courses, teaching observation, academic discussion, researching, 
developing teaching curricula; and informal PD such as self-study, the keeping of learning and 
teaching journals, and the joining of foreign language clubs. When participating in refresher 
courses, in addition to gaining professional knowledge, he studied policies on PD and came to 
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appreciate the nature and processes of PD courses. Participation in PD also allowed for 
networking as lecturers from various institutions and regions of Vietnam would meet and share 
information about their PD, their jobs and their lives. Such professional experiences also helped 
the researcher to improve his knowledge of the needs of language learners, develop his 
professional attitudes and values in language teaching, and more generally understand the 
practices and contexts of language teaching in Vietnam.  
In addition to his main role as a lecturer, this researcher also took on the role of an academic 
manager for four years. This role gave him opportunities to gain more understanding about 
lecturers from the position of a manager. Performing this role also allowed him to access 
institutional and governmental policies on lecturers, language teaching and learning, and to 
understand more about superiors’ attitudes towards lecturer PD. In reference to research, this 
researcher has previously conducted a number of studies on aspects of education. In particular, 
his research into EFL teachers’ needs for professional competencies, including their PD needs, is 
relevant to this current study.   
The researcher’s personal and professional experiences, as described above, familiarized him 
with the settings and participants to be examined and helped him feel confident to approach 
them and make sense of what they really meant to say. However, it might also be inferred that 
these experiences contributed to the researcher’s biases and potentially shaped his 
interpretations in this study, this posing a range of strategic, ethical, and personal issues in the 
research process (Creswell, 2014). 
Acknowledging the possible influences of his experiences on this study, the researcher 
employed a variety of tactics to ensure the trustworthiness and ethical principles of the study, 
as elaborated above: triangulation, debriefing sessions, connecting research findings to an 
existing body of knowledge, keeping a neutral stance, not sharing personal impressions while 
interviewing, and reporting multiple perspectives and contrary findings while analyzing data. 
In summary, this chapter has provided a description of the methodological components of this 
study. It began by identifiying the study’s position within ontological relativism and 
epistemological constructionism. The next section described the research approach adopted in 
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this study, namely, sequential mixed methods. The two next sections described the research 
settings and participants. This was followed by a presentation of how the theoretical 
framework – CHAT informed the data collection and instruments for collecting data, namely, 
questionnaires, focus groups, individual interviews and policy documents. The chapter also 
highlighted how CHAT guided the data analysis and the methods of analyzing data: frequencies, 
mode, crosstabulations, Independent Samples T-Test, and One-way ANOVA were utilized to 
analyze quantitative data, while analytical coding and thematic analysis were utilized for 
qualitative data. Ball’s (1993) policy analysis theory was also described as an analytical tool for 
data obtained through policy documents. Finally, three last sections mapped out strategies for 
trustworthiness, ethical considerations, and the researcher’s position in this study. The 
following chapter analyzes all the national educational policies that are directly and indirectly 





ANALYSIS OF IMPACTS OF POLICIES ON LECTURER PD 
 
In relation to the impact of policies on educational contexts, Bell and Stevenson (2015) state 
that the environments in which lecturers work are significantly shaped by education policies. 
There are various definitions of the term policy in the literature. In this study, education policy 
is considered as “the actions taken by governments in relation to educational practices, and 
how governments address the production and delivery of education in a given system” (Viennet 
& Pont, 2017, p. 19). Policy analysis, according to Taylor, Henry, Lingard, and Rizvi (1997), is 
“the study of what governments do, why and with what effects” (p. 11). In suggesting a tool for 
analyzing policies, Ball (1993) conceptualizes policy in three ways: policy as text, policy as 
discourse, and policy effects, as elaborated in Chapter Four.  
This chapter aims to examine the current national education policies that are related to the PD 
of English as a foreign language (EFL) lecturers in Vietnam. First, it briefly analyzes the policies 
that are indirectly related to EFL in higher education, providing an important background 
context to lecturer PD. It then focuses on Project 2020 – the policy that is directly related to EFL 
in higher education and its concomitant PD. Data used for analysis in this chapter came mostly 
from document analysis combined with focus groups with lecturers, individual interviews with 
academic managers, and survey results. Throughout the chapter, the policies are analyzed 
through the lens of Ball’s (1993) approach to policy analysis, with particular focus on policy as 
text, policy as discourse, and policy effects to examine their main thrust and impact on lecturer 
PD. The analysis of policy is set within the overarching theoretical framework underpinning this 
study, Cultural Historical Activity Theory (CHAT). Policies are conceptualized as the rules of the 
PD activity as graphically illustrated in Figure 3.4 (p. 55). Policy analysis enables an exploration 
of the rules, including their nature, and the interactions between the rules and other elements 
of the PD activity. In addition, the third generation of CHAT is applied in this chapter to 
illuminate external interactions of the PD activity and its expansive transformations (Engeström, 
2001, p. 127). These expansive transformations resulted from the adjustment of objectives in 
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many policies related to, for example, the enhancement of EFL lecturers’ professional 
competencies and training lecturers for doctoral degrees. The analysis of national education 
policies, notably Project 2020, offers crucial insights into the political priorities of the 
Government regarding the development of EFL lecturers and sheds light on the political 
dimensions of the EFL lecturer PD, thereby addressing the research question ‘How and in what 
ways does Vietnamese Government policy shape EFL lecturer PD?’ 
The process of collecting and analyzing policies revealed four policy ensembles that directly 
impact the PD of EFL lecturers: lecturer attributes and professional standards; lecturers’ 
responsibilities and rights; lecturer PD; and particularly Project 2020. The following three 
sections of this chapter reflect the employment of Ball’s (1993) policy analysis theory. 
5.1. Policy as Text 
Drawing on Ball’s (1993) policy analysis framework, this section examines the four policy 
ensembles through the frame of policy as text.  
Policies on Lecturer Attributes and Professional Standards 
The policies relating to lecturer attributes and professional standards are specified in four 
national policies: The Education Law, the Higher Education Law, Project 69 to improve the 
quality of higher education in the period of 2019 – 2025, and Circular 36/2014 on lecturer job 
titles. The Education Law refers to the teaching profession in general and uses the term 
teachers to refer to EFL lecturers. Accordingly, the Education Law establishes four attributes 
and professional standards for teachers: (a) good personal qualities and thought; (b) meeting 
the standards of professional training; (c) sufficient health as occupational prerequisites; and 
(d) clear personal history (Vietnam Congress President, 2005).  
The Higher Education Law also requires lecturers to have a clear identity, good personal 
qualities and sufficient health as occupational prerequisites, as well as hold a master’s degree 
or higher. Specific goals for master’s and doctoral degrees are stipulated in the Strategies for 
Education Development 2011 – 2020 document. This policy document sets a target of 100% of 
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university lecturers to achieve master’s degrees by 2020, of whom 25% are to gain a doctorate 
(Vietnam Prime Minister, 2012). While meeting the target of master’s degrees seems to rest on 
the endeavors of individual institutions and the lecturers involved, the objective of doctorates is 
inspired by the Government’s introduction of Decision 911 to train 23,000 lecturers 
domestically and overseas for doctoral degrees by 2020 at a cost of VND 14,000 billion (AUD 
850 million). However, as Ball (1993) argued, “Policies shift and change their meaning in the 
arenas of politics … [and] purposes and intentions [of policies] are re-worked and re-oriented 
over time” (p. 11). Indeed, the objectives of master’s and doctoral degrees established in the 
strategies just mentioned were changed in a subsequent policy – Project 69, which came into 
effect in January 2019. Project 69 sets the specific objectives of 100% of university lecturers 
having master's degrees by 2025, and at least 35% of these holding doctorates (Vietnam Prime 
Minister, 2019). Decision 89 has since been introduced by the Government as an instrument to 
achieve the doctorate objective, which is now about 10% of university lecturers having doctoral 
degrees.  
The policy was changed predominately because the earlier targets were unrealistic, looking 
through the lens of CHAT, this is a secondary contradiction between the subjects (lecturers) and 
an object of PD activity (attaining master’s degrees and doctorates). However, this 
contradiction is a “driving force of change and development” (Engeström, 2001, p. 135). The 
adjustment of master’s degree and doctorate within these documents offered the possibility 
for embracing “a radically wider horizon of possibilities” (Engeström, 2001, p. 137); that is, the 
objectives were more achievable to lecturers, this change is regarded by Engeström (2001) as 
an expansive transformation. This secondary contradiction was confirmed by two of the 
managers participating in this study: 
Manager 5: [The institution prioritizes] PhD training as the rate of doctorates is currently low in 
my department and university. One of the disadvantages is that most lecturers in the 
department are female. 
Manager 6: Most of the lecturers show their needs for higher education, but they face many 
difficulties. For example, PhD programs in English have just been introduced in Ho Chi Minh City. 
In addition, lecturers who participate in training courses have their workload reduced according 
to regulations, but in reality, it is not reduced due to the insufficiency of teaching staff. 
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The regulations on lecturer attributes and professional standards indicate that candidates must 
satisfy personal and professional qualities as occupational prerequisites to be qualified as 
lecturers. Lecturers’ attributes are customarily assessed by employers through individual and 
institutional performance management tools such as annual reviews and appraisal systems in 
line with national laws and priorities and professional requirements, while their health status is 
evaluated through annual reports provided by institutional health services. Professional 
standards are mainly measured through lecturers’ attainment of master’s degrees, doctorates 
and qualifications in foreign languages and information technology, which primarily rely on 
lecturers’ proactive enrolment in PD that is provided through institutional or national support. 
For Ball (1993), “gaps and spaces for action and response are opened up” (p. 11) and 
“responses indeed must be ‘creative’” (p. 12). It is important to note that action and creative 
attempts to disrupt the status quo may be possible in economically advanced western 
democracies, such as the UK, where Ball’s (1993) approach to policy analysis was initiated, and 
where dissent from policy receivers would be expected. However, the findings of this study 
suggest that lecturers felt powerless and had grave concerns about the unrealistic objectives 
for completion of academic degrees, and they had to struggle to negotiate competing 
challenges and practical limitations such as enormous workloads, low salaries, and precarious 
work conditions (Toàn, 2018a). The following statement made in a focus group by a lecturer, 
Ha, illustrates many lecturers’ concerns:  
Ha: A lot of pressure. According to the Ministry's regulations, lecturers have to achieve IELTS 7.0 
and have a doctorate. Lecturers who have not yet reached (…) are urged to do so. Some 
lecturers could not bear the pressure, so they changed their job. In my department, many 
lecturers have transferred to high schools or junior high schools. 
Ball (1993) argued that policies are “encoded in complex ways … [and] the enactment of texts 
relies on things like commitment, understanding, capability, resources, practical limitations, 
cooperation and (importantly) intertextual compatibility” (p. 12). In reference to Decision 911, 
which aimed to train 23,000 for doctoral degrees within the ten years to 2020, research shows 
that the process of policy production lacked practical surveys and assessment, resulting in the 
establishment of unrealistic targets. In addition, the enactment of the policy showed poor 
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cooperation between ministries and related organizations, which considerably inhibited its 
effects (Hà, 2018). 
According to CHAT scholars (Foot, 2014; Igira & Gregory, 2009), contradictions continually exist 
in activity systems. A contradiction is “a misfit within elements [of an activity system], between 
them, between different activities, or between different developmental phases of a single 
activity” (Foot, 2014, p. 21). The unrealistic targets and the poor cooperation in the enactment 
of Decision 911 demonstrate primary contradictions inherent in the rules and the community, 
which considerably inhibited the mediating effect of this Decision on the subjects’ (lecturers’) 
process towards the object of achieving doctoral degrees.  
The other national policy that is related to lecturer standards is Circular 36/2014, which 
regulates university lecturers’ job titles. According to this policy, there are three distinct titles 
for members of the tertiary teaching force: lecturers, main lecturers and senior lecturers. The 
minimum academic degrees required for lecturers, main lecturers and senior lecturers are 
university diplomas, master's degrees and doctorates, respectively. Additionally, academics in 
all three designations must obtain a pedagogical certificate, a lecturer certificate, and a foreign 
language certificate (Vietnam Minister of Home Affairs & Vietnam MoET Minister, 2014). 
Generally, lecturers having higher titles are to take more professional responsibilities; in return, 
they are entitled to a set of privileges, for example, incremental salary progression and priority 
in research assignments (Tâm, 2018). Training courses supporting promotion are organized 
every year by authorized institutions, with lecturers in public higher education institutions 
(HEIs) able to enroll for free (Vietnam MoET Minister, 2013).  
The regulations on lecturer job titles aim to rank lecturers professionally and create incentives 
for lecturers to improve their expertise, earn prestige and reap the benefits that come with the 
higher titles. Seeking promotion is non-compulsory, but lecturers are given support and 
assistance with attaining the prerequisite certificates for each title. This policy is, in reality, of 
little benefit to many lecturers who face practical limitations due to the multiple training 
courses they have to attend and the tests they have to complete while undertaking onerous 
and competing work commitments on a daily basis. The following statement made by Xuan, a 
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lecturer participating in this study, shows how lecturers’ capacity for further study was 
restricted: 
Xuan: To be honest, they have the overloaded amount of work, including required school 
documents, extra curriculum activities and classes in spite of low payments. They are too 
exhausted to participate seriously in any PD.  
Policies on Lecturers’ Responsibilities and Rights 
Lecturers’ professional responsibilities and rights refer to what lecturers must do and are 
entitled to have within their profession. Lecturers’ responsibilities are specified in 
Circular 47/2014 on lecturers’ working conditions, while their rights are stated in numerous 
policies, including the Education Law (2005), Joint Circular 28/2015 on public lecturers’ salary, 
Decree 72/2018, and Circular 06/2018 on public employees’ salary.   
Circular 47/2014 states that lecturers’ working time is 40 hours per week and 1760 hours per 
academic year, of which they are to work 270 teaching hours (approximately 900 clock hours) 
and spend at least a third of their total working time on research tasks (Vietnam MoET Minister, 
2014). According to Ball (1993), policies are textual interventions into practice that can change 
things significantly, but sometimes things can stay the same or change differently in different 
settings and differently from the intentions of policy authors. This is because power is 
productive; that is, the authorities act on their arbitrariness in terms of implementing policies. 
In relation to the enactment of Circular 47/2014, studies indicate that lecturers are usually 
burdened with a teaching load from one-and-a-half to three times the prescribed norm because 
institutions do not employ the necessary number of lecturers, and so lecturers teach additional 
hours to increase their income (Toàn, 2018a). Consequently, as Toàn (2018a) points out, 
lecturers do not have time for their research, which is considered as the second most important 
duty after teaching. As a result, HEIs often allow lecturers to transfer their unused research 
hours to their teaching workload, which creates a vicious circle: more teaching, less time for 
research, then the offsetting of unused research hours with additional teaching hours.  
In relation to lecturers’ rights, the Education Law (2005) states: 
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The State organizes training and retraining for teachers; adopts policies on deployment and 
remuneration, ensuring necessary material and spiritual conditions for teachers to fulfil their 
roles and responsibilities; preserves and promotes the tradition of respecting teachers and 
honoring the teaching profession (Vietnam Congress President, 2005). 
However, there seems to be a primary contradiction within the rules as the former part of the 
statement appears to contradict the policy on lecturers’ remuneration, which is specified in 
Joint Circular 28/2015, Decree 72/2018 and Circular 06/2018. In accordance with this policy, 
salaries of lecturers and public employees are calculated through a complex formula based on 
factors such as basic salary, salary coefficients, seniority allowance, job allowance, position 
allowance, and regional allowance. Lecturers achieve an increment every three years of service 
and when they get an upgrade in their academic degrees, job titles, or management positions. 
Overall, Vietnamese lecturers’ monthly salaries range from VND 3,5 million (AUD 210) to VND 
12 million (AUD 720) (Thảo Thu Trần, 2019), while the average income of Vietnamese 
employees was VND 5,5 million (AUD 337) per month in 2018 (Bình, 2018). The participants in 
this study complained that lecturers’ salaries were too low for them to live on. Their complaint 
was confirmed by a public speech made in February 2019 by the Vietnamese Deputy Prime 
Minister in charge of employees’ salaries, who expected that Vietnamese public employees 
would be able to live on their salaries in 2021 (Hằng, 2019). The current salary policy hardly 
ensures that lecturers’ necessary material and spiritual conditions are met, and it certainly 
cannot create an incentive for them to undertake further study. 
Policies on Lecturer PD 
Regulations on lecturers’ PD responsibilities and rights, and on refresher courses and their 
stakeholders are stipulated in the Education Law (2005), the Higher Education Law (2012), and 
Circular 20/2013. According to the Higher Education Law lecturers are obliged to study 
periodically to improve their professional skills and teaching methodologies. Thus, it is clear 
that lecturer PD is necessary and the responsibility for it belongs primarily to the lecturers 
themselves. However, “the State has policies to foster teachers in terms of professional skills to 
raise their qualifications and standardize teachers … [and] teachers who are sent to training 
courses are entitled to salaries and allowances” (Vietnam Congress President, 2005, p. 30). The 
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Higher Education Law states: “Lecturers in HEIs are trained to improve their professional 
qualifications and are entitled to salary, job-based preferential allowance, seniority allowance 
and other allowances [during the time they participate in training courses]” (Vietnam Congress 
President, 2012, p. 28). This means that lecturers’ PD processes are supported by the State 
through refresher courses and the maintenance of their salaries and other benefits.  
The regulations on refresher courses are specified in Circular 20/2013, which stipulates that the 
purposes of lecturer PD refresher programs are to:  
1. update emerging knowledge about the profession, requirements of academic year 
duties and improving the quality of education,  
2. meet the requirements of professional standards and standards of lecturer titles,  
3. enhance lecturers’ teaching and research capacities and capacities of organizing and 
managing institutional activities  
4. improve lecturers’ ethical qualities, political consciousness and professional conscience. 
Quantitative data in this study showed that lecturers were fully aware of their PD 
responsibilities and the PD purposes outlined by the Government. 75% of the survey 
respondents reported that they needed to participate in PD to complement the expertise 
required in practice, but not included in their pre-service training. Correspondingly, 88% 
reported that they needed PD to ensure their capacities and to keep pace with current 
standards, and 89% responded that they were involved in PD in order to enhance their 
professional confidence, motivation, interest, beliefs and attitudes.  
Circular 20/2013 also specifies that the institutions which are assigned to foster lecturer 
professional learning can organize different training courses for the same program every year 
to facilitate lecturer registration. Training courses can be conducted in full-time mode at the 
institutions assigned to organize the training, or in self-study mode based on the requirements 
of the training contents. Refresher courses are funded by the State budget. HEIs are required to 
develop plans for human resource development in the medium and long term and send staff to 
training and retraining courses. These regulations appear supportive and lecturer centered, and 
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the training purposes linked to these regulations show a range of areas in which lecturers are 
trained, including professional expertise, ethical values and political awareness.  
Interviews with the participants in this study revealed a series of issues related to refresher 
courses offered to lecturers. When discussing the contents of refresher courses, a large 
majority of participants complained that lecturers were not consulted about their needs; 
instead, a top-down imposition of training contents was more prevalent. The participating 
lecturers reported that they were trained according to what course organizers believed were 
the relevant skills and knowledge needed by lecturers. Organizers then informed institutions 
about these courses and the lecturers were sent to them. Lecturers Ha and Han commented on 
refresher contents as follows:  
Ha: For the programs I have been involved in, there is no needs analysis. They give what they 
see is necessary according to their thoughts. 
Han: Almost no. The superior sends out notices, and lecturers comply, there is nothing ‘bottom-
up’. 
Study participants gave opposing views about the venues of refresher courses. They reported 
that most of the courses took place in big cities such as Hanoi, Danang and Ho Chi Minh City. 
The lecturers who came from these big cities and nearby areas expressed their satisfaction with 
the venues, as courses were held in their cities, even at their universities. In contrast, lecturers 
in far provinces expressed disagreement with course venues. It is worth noting that two of the 
five universities participating in the interviews are situated in Hanoi and Ho Chi Minh City, while 
the other three universities are located hundreds of kilometers away. The lecturers from 
distant locations complained that travel and accommodation consumed a lot of their time and 
expense. Below are two opposing views about course venues from two lecturers – Duong who 
was from a big city and Ngoc who was from a distant province: 
Duong: The location was suitable as most of the refresher courses were usually held at the 
university. 
Ngoc: If they take place in Hanoi and Ho Chi Minh City only, it will be very difficult for lecturers 
to participate because of conditions of time, finance, ... 
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The participants were particularly concerned about what they considered unreasonable 
scheduling of PD events, usually at the end of financial years or at the height of busy semesters, 
this substantially limited their participation. Such concerns are shown in comments made by 
Chi, a lecturer, and Manager 3: 
Chi: Time of refresher programs is usually not very reasonable. Programs are usually organized 
during the academic year when lecturers are busy. 
Manager 3: The time of the courses is not reasonable, usually at the end of the year. 
As a result of the issues related to venues and time of refresher courses, the quantitative data 
showed that almost one third of the survey respondents (30%) had rarely or never been 
involved in any short training courses. In contrast, 34% participated in this type of PD at a high 
frequency. This indicates a marked inequality in the division of PD resources. 
Many participants who had the good fortune to attend courses lodged complaints about course 
durations not being long enough. Trainees could not acquire and apply the knowledge in 
practice because trainers would often rush courses to cover the intended knowledge. The 
complaints of lecturers Duong and Thu illustrate participants’ concerns about the duration of 
training courses: 
Duong: Refresher courses are often very short and ineffective. 
Thu: Duration of some courses were sometimes short. For example, a course on testing should 
have taken long enough for participants to create a product, apply it to the real world, have 
feedback and evaluation. 
Lecturers also disagreed about the way courses were organized. Lecturers were normally 
informed shortly before courses were to begin, and they commonly had very little information 
about the courses that they were sent to. This was the consequence of hasty organization, they 
complained. The descriptions of some course processes were provided by lecturers Anh and 
Thao: 
Anh: Lecturers often fall into passive situations: plans are imposed, and lecturers have to 
arrange their plans to implement these imposed plans. 




Courses were also criticized for ineffective methods such as focusing more on imparting a large 
amount of knowledge with little regard to its application. The participants reported that 
trainees could consequently not grasp and apply the knowledge. A lecturer, Nhung, reported 
that three of the four courses which she attended in recent years were akin to “riding a horse 
and watching flowers”, meaning that the trainers ran the lessons very fast, and the learners 
could only glance at them. This way of facilitating courses illustrates what Brown (2015) 
describes as “performative culture” (p. 3). Lecturer Nhung and Manager 1 said the following in 
regard to the methods used in the refresher courses: 
Nhung: (reflection on a training course in technology application) While participants did not yet 
know how to use this software, other software was introduced, making participants felt like 
'riding a horse and watching flowers'. They could not know anything.  
Manager 1: Training programs are only interested in conveying knowledge to participants, but 
not interested in applying the knowledge in practice.  
Project 2020 
The concerns raised by the participants as elaborated above are indicative of the gap between 
policy and practice that have frustrated the enactment of Project 2020 since its launch. 
Although this project states that “the foreign languages which are taught and studied in 
educational institutions of the national education system are English and some other 
languages” (Vietnam Prime Minister, 2008, p. 2), the policy enactment noticed a primary focus 
on English. Project 2020, which is costed at more than VND 9000 billion (AUD 567 million), 
addresses all educational levels in the national education system. To achieve its objectives, 
Project 2020 highlights the development of the EFL teaching force, which makes this project the 
most influential policy in EFL lecturer PD. In reference to the language competencies, EFL 
lecturers were required to satisfy level five (C1/7.0 IELTS) of the Six-level foreign language 
competency framework for Vietnam by 2018. In order to assist lecturers in achieving this 
language standard, the policy initially intended to send 100% of EFL lecturers to training courses 
in English-speaking countries by 2015. However, since “policy is both contested and changing, 
always in a state of 'becoming', of 'was' and 'never was' and 'not quite'” (Ball, 1993, p. 11), the 
project’s initial objective of developing EFL lecturers was adjusted in an action plan in 2012. As 
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stated in this plan, 100% of EFL lecturers would have been trained and retrained in professional 
and pedagogical competences by 2015, and “by 2020, 100% of core foreign language lecturers 
of HEIs will have visited, studied and been fostered in professional skills in foreign countries” 
(Vietnam MoET Minister, 2012, p. 1).  
Project 2020 is considered an important historical milestone in the education of foreign 
languages in Vietnam. The introduction of this project has therefore captured the attention of 
the broader public. Many domestic and overseas experts have shared the same opinion that 
Project 2020 is an inappropriate ambition of the Vietnamese Government as it sets 
unachievable goals (Hiền & Điền, 2013). They have recommended it be called Project 2030 
because developing the capacity of the whole population in any field must be measured in 
decades, not in years, particularly since the English skills of the Vietnamese people are not as 
advanced as other countries in the region (Hiền & Điền, 2013). The goals of the project cannot 
be achieved just through administrative orders or decisions. 
The critical comments from the participants in this study regarding Project 2020 reveal another 
secondary contradiction between the subjects (lecturers) and the rules (Project 2020). The  
project imposed a language standard on lecturers without any consideration of their conditions 
and capacities, thus providing serious challenges for them in reaching the standard. A vast 
majority of the participants reported that the toughest challenge posed to lecturers by Project 
2020 was the 7.0 IELTS requirement. This can be observed in the comments of lecturers Lien, 
Duong and Bao: 
Lien: Lecturers at universities have to achieve 7.0 IELTS, which is pressure. 
Duong: I am put under pressure because the Project requires lecturers to reach its standards of 
language proficiency.  
Bao: If lecturers at our university cannot get C1 certificates, then it will affect their annual 
review. 
While the 7.0 IELTS language standard was a challenge, lecturers could not rely on the training 
courses offered by Project 2020 as a solution to it due to the Project’s poor quality and 
organization, as reported earlier. Managers 3 and 6 supported these descriptions of courses: 
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Manager 3: The content and organization of courses are not consistent … the time of the 
courses is not reasonable, usually at the end of the year. 
Manager 6: There are many refresher courses that do not meet participants’ needs … courses 
were often short, did not consider learners’ needs … there are courses that were held in a hurry, 
without specific programs prior to the organization … the content was not very close to the 
teaching reality, so the efficiency was not high.  
The challenges seemed to multiply as lecturers seriously doubted the quality of the assessment 
tests on language skills mandated by Project 2020, which all ELF lecturers had to take. The 
following reflections of Managers 2 and 6 describe the quality of the tests: 
Manager 2: For assessing lecturers’ language proficiency, if foreign organizations did this job, 
then it would be no problem. Our ministerial management is problematic; they know what the 
best is, but they did differently. 
Manager 6: Lecturers had to do a test, but this test was not very standard. Only one lecturer [in 
the faculty] could attain C1 in the test. Meanwhile, there are lecturers who previously achieved 
8.0 IELTS could not achieve C1. But after that exam, all lecturers in the faculty [entered another 
test and] achieved C1 upwards.  
The MoET Minister, in a question-and-answer session of the National Assembly in 2016, 
acknowledged that Project 2020 could not achieve its objectives by 2020. The failure was 
blamed primarily on two things. First, the construction of Project 2020 was not based on 
teachers’ and students’ language abilities, or their local conditions and educational institutions; 
and second, the way of operating the project was not professional and transparent (L. Phương, 
2017). The Minister’s admission led to a revised policy and a number of adjustments and 
changes to Project 2020. One of the notable changes in the revised policy is the extension of 
the project to 2025. In relation to EFL lecturer PD, there are two important changes:  
 issuing a competence framework for foreign language teachers and lecturers  
 training foreign teachers and lecturers in foreign language competencies and 
pedagogical capabilities, especially the capacity of applying information technology in 
foreign language teaching and learning (Vietnam Prime Minister, 2017, p. 4).  
The unrealistic targets set by Project 2020 reveal a primary contradiction within the rules, while 
the ineffective and obscure implementation of the project demonstrates a primary 
contradiction within the community. The adjustment and supplementation of Project 2020 
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indicates the expansive transformation or evolution of the lecturer PD activity system, in which 
the object was reconceptualized to embrace more possibilities; that is, the objectives became 
more realistic so that lecturers had more chance to pursue and attain them. Across the policies 
analyzed in this chapter there appears to be a distinctive cultural feature of the administrative 
system in Vietnam: its top-down imposition combined with a disjuncture between different 
levels of the bureaucratic hierarchy. This causes high mismatches between the levels with 
consequent adverse effects on the performance of the societal system. In Ball’s (1993) 
framework this would be identified as policy as discourse.  
5.2. Policy as Discourse 
Discourse is “irreducible to language and to speech” (Foucault, 1972, as cited in Ball, 1993, p. 
14). Discourse is a big picture, a system of practices, a set of values and ethics (Ball, 1993). In 
this sense, we are what is constructed, allowed and spoken by discourse. Ball’s (1993) 
conception of policy as discourse is to some extent aligned with Foot’s (2014) arguments about 
culture and history in CHAT: culture is “the premise that humans are enculturated, and 
everything people do is shaped by and draws upon their cultural values and resources” (p. 3), 
and 
Historical is used together with cultural to indicate that since cultures are grounded in histories, 
and evolve over time, therefore analyses of what people do at any point in time must be viewed 
in light of the historical trajectories in which their actions take place. (p. 3) 
In the light of these premises, it may be seen that the Government’s regulations outlined earlier 
on lecturer attributes and professional standards are not merely written statements about 
lecturers’ personal and professional qualities; they primarily reflect the cultural and historical 
practices, values and ethics related to education in Vietnamese society. Culturally, it is a 
common notion among the Vietnamese people that a person needs to be of good moral and 
professional character to be worthy of the position as a teacher or lecturer; Vietnamese 
teachers must show a good example of moral qualities to their students (Lư, 2017). The 
professional and moral qualities which are culturally required of a Vietnamese teacher resonate 
with two of the five professional criteria conceptualized by Carr (2000): “[Professions] involve a 
104 
 
theoretically as well as practically grounded expertise”, and “They have a distinct ethical 
dimension which calls for expression in a code of practice” (p. 23).  
The statements in the Education Law about teachers’ and lecturers’ rights express the 
Government’s commitment to ensuring their professional capacity, livelihood and honor. As 
mentioned in Chapter One, Vietnam has been influenced culturally and historically by 
Confucianism, which considers teachers of high status; therefore, the statement in the 
Education Law “… preserves and promotes the tradition of respecting teachers and honoring 
the teaching profession” reflects the Vietnamese traditions of “Tôn sư trọng đạo” (Deference to 
masters and respect for morals) and “Nghề dạy học là nghề cao quý nhất trong những nghề cao 
quý” (Teaching profession is the noblest of noble professions). In the Confucian culture, those 
who work as teachers and lecturers feel respected by society, yet they are placed under 
pressure to always present themselves as good professionals and of good moral character to 
their students, neighbourhoods and the wider community. An educator must accumulate the 
qualities of the four good representatives of society: the good person, the good citizen, the 
good official, and the good king. Confucianism ranks teachers or lecturers highest in ethics and 
knowledge, so they must always perform good actions, discourses and practices for their 
students to follow (Lư, 2017). In such discourses, lecturers are always expected to build within 
themselves the four multi-dimensional qualities in society, while at the same time working in 
globally competitive HEIs where they must “embody values and identifications that cohere with 
the entrepreneurial ethos of neoliberalism” (Lissovoy & Cedillo, 2016, p. 4). These discourses 
significantly shape lecturers’ lifestyles and professions, including their PD.  
However, the participants in this study reported that they did not feel valued by the institutions 
in which they worked. While tertiary teaching is considered a complex profession that requires 
high intellect, the salary formula that indicates the State’s acknowledgment of various factors 
related to employees, such as academic degrees, seniority, types of job, job positions, job titles, 
and working regions is applied to all public employees. Because the policy on lecturer salaries 
does not show a high priority for intellectuals, HEIs are not attractive working environments for 
many talented people, nor do they encourage current lecturers to remain in them. 
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Furthermore, the regulations on lecturers’ rights to PD claim that the State is committed to 
lecturers’ professional qualities and their material lives at the same time as it has demanding 
requirements for lecturers’ personal and professional qualities. On the one hand, these 
requirements indicate the Government’s preparation of human capital for Vietnamese HEIs in 
order to break into global market, while on the other hand, such requirements may be seen 
through the lens of CHAT as drawing upon and shaped by cultural values (Foot, 2014), namely, 
the Confucian influence on Vietnamese notions of educators’ merits. It is evident from the 
regulations on PD that the Government is attempting to build up teachers and lecturers so that 
they develop the characteristics portrayed in Confucianism.  
Moreover, the requirements for master’s degrees, doctorates, job titles and qualifications of 
foreign languages and information technology reflect the Government’s shift to education for 
international integration and global competitiveness, which signals an embrace of 
neoliberalism. Specifically, the regulations on job titles indicate an adaptation of international 
academic ranks in higher education into the context of higher education in Vietnam, while the 
requirements for academic degrees and skills in foreign languages and information technology 
indicate the neoliberal ideology in the governance and delivery of HEIs that have been 
introduced in Vietnam over the last few years. Neoliberalism can be felt not only in policies 
relating to lecturer PD but also in the ensemble of policies related to higher education in which 
public universities, students and knowledge are gradually imagined as businesses, consumers 
and products (Lissovoy & Cedillo, 2016). Neoliberalism prioritizes “efficiency, accountability, 
and productivity” (Lissovoy & Cedillo, 2016, p. 3), resulting in the continuous interrogation of 
lecturers’ knowledge and skills. In such discourses, lecturers continuously struggle to respond to 
the increasing requirements imposed on them, including their preparation for engagement with 
an increasingly marketized educational system through PD. However, studies show that a 
growing number of lecturers in Vietnam have given up on this due to the considerable increase 




The regulations on lecturers’ working time demonstrate the Government’s determination to 
improve the quality of lecturers, teaching activities and academic reputation of HEIs in order to 
raise the ranking of Vietnamese universities to the top 200 universities in the world by the year 
2020, which is stated in the Government’s Decisions 121 and 37 in 2007 (Toàn, 2018b). 
However, according to the QS World University Rankings, only two of Vietnam’s 235 
universities are in the list of 1001 top universities in the world in 2020 (Ho Chi Minh City 
National University ranking between 701–750, and Hanoi National University between 801–
1000) (B. An, 2019). It is the ‘creative’ way HEIs have of enacting policy, i.e. permitting lecturers 
to work additional teaching hours in return for skipping research hours, to turn lecturers into 
‘teaching machines’ and disables the aims of the policy.  
Vietnam introduced Project 2020 as an indication of the country’s orientation towards 
international integration and global competitiveness in the education market, in which the 
English language is perceived as a high-value currency. The selection of English rather than any 
other language as the prevailing foreign language in Vietnam is historically reasonable as it is 
commonly spoken in many parts of the world as a result of “global cultural flow” (Appadurai, 
1990, p. 296), and it has been a compulsory subject at all levels of the Vietnamese education 
system since the early 1990s.  
The Government’s introduction of Project 2020 as major initiative for the education of foreign 
languages in the national educational system, its prioritization of English over other languages, 
and its focus on the development of EFL teachers and lecturers as a solution to achieve the 
project objectives, all look rational. However, the Project has been problematic in terms of the 
lack of practical considerations, the completely top-down imposition of language standards on 
students, teachers and lecturers, and the inconsistent enactment of the project. These have 
resulted in a tremendous waste of resources and produced a generalized condition of anxiety 
and insecurity for EFL teachers and lecturers, “not just with regard to continuity of employment 
but also in relation to senses of professional competence” (Lissovoy & Cedillo, 2016, p. 3). This 




5.3. Policy Effects 
Ball (1993) noted that all policies produce effects that can be distinguished as first or second 
order effects, as elaborated in Chapter Four. The Government’s policies on lecturers’ 
professional standards have produced such effects. The target set in Decision 911 for 23,000 
lecturers to gain doctorates by 2020 was not achieved. It could draw only 4,024 candidates by 
2016, making 31.4% of the target as of 2016 and less than 20% of the overall goal (Hà, 2018). 
Due to this poor result, Decision 911 has not admitted candidates since 2017. The enactment of 
this policy was limited and not widely known, so the policy did not reach all lecturers, which 
adversely affected their access to training opportunities.  
In reference to the policy on lecturers’ job titles, by the end of 2018 only 6,385 tertiary teaching 
staff across the country were trained and promoted to senior lecturers (820), main lecturers 
(5,303) and lecturers (262) (Nguyễn, 2019). The reasons for this limited number, when 
compared to the total number of 74,991 staff across the country, can be attributed to the fact 
that policies on remuneration for lecturers were not satisfactory enough to motivate lecturers 
to engage in PD, and the further training and development of teaching staff was not given equal 
attention throughout the system (Hồng, 2017). 
As described earlier with reference to the policy on lecturers’ working time, there has been a 
wide deviation between policy as text and policy as practice. As a result, lecturers’ teaching 
loads increased considerably at the same time as capacities were diminished. The following 
accounts from lecturer Tam and Thao illustrate this: 
Tam: It is time that constrains me now due to too many teaching hours. 
Thao: It is typical of English language lecturers that they have to teach many hours so preparing 
and giving classes take most of their time. Therefore, lecturers are not enthusiastic in 
participating in training courses. 
With the current salary policy unable to secure lecturers’ material livelihoods, many lecturers 
teach extra classes or do additional jobs to supplement their income and support their families, 
thereby seriously hindering their pursuit of PD. The following comments from lecturers Ha and 
Van illustrate the current situation: 
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Ha: The biggest problem is probably finance. … Partly because of the busy work, we have to 
struggle for life: family economics, children and many other things.  
Van: Lecturers have few opportunities to develop [their profession] because of financial 
conditions. 
The evidence indicates that participating lecturers were “between a rock and a hard place” as 
they found it challenging to participate in PD and higher study due to financial constraints and 
other responsibilities. As a result, they could not progress to achieving higher salaries because 
they did not have a doctorate and other senior job titles. Some effects can be partially deduced 
from the participants’ comments about refresher courses. The lack of needs analyses, shorter 
durations than needed, and poor training methods accounted for the participants’ complaints 
about courses’ not fully addressing their PD requirements. Many participants thought that the 
refresher courses did not seem to be developed for them and were a waste of resources. 
Lecturer Xuan commented upon the outcomes of training courses: 
Xuan: Most of the governmental or institutional PD programs don't bring significant 
improvements to EFL lecturers due to the deficiency of true values and feasible goals. 
The participants’ complaints about the times, venues and organization of courses raised issues 
related to what Ball (1993) described as significant obstacles to “social access and opportunity 
and social justice” (p. 16). The fact that most of the refresher courses were held in large cities 
was advantageous to lecturers living nearby but considerably disadvantageous to lecturers 
situated in distant locations, particularly female lecturers, who are culturally expected to 
balance domestic responsibilities such as housework and childcare with increasingly onerous 
work demands. Given that a substantial majority of EFL lecturers in Vietnam are female, this 
exacerbates the structural inequalities between men and women in Vietnam. Further issues 
relating to refresher courses, such as inappropriate time, late and uninformative notice, and 
top-down decisions about who might participate, adversely affected the participation 
possibilities and effectiveness of lecturers in this study. They had to struggle desperately to 
arrange their teaching schedules and family affairs, and prepare for the travel. It was even more 
difficult for women who needed to arrange childcare during their absence. However, the most 
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serious concern expressed was about lecturers’ agency and choice when deciding on courses; 
they felt helpless and at the mercy of managerial and policy directives. 
No official report about the training and retraining of ELF lecturers under Project 2020 has been 
made available publicly. However, comments about this project made by the participants in this 
study provide useful information about the multidimensional effects of this policy. In reference 
to the benefits that lecturers and academic managers derived from this policy in terms of their 
PD, the participants’ views can be divided into two groups: those with favorable views and 
those with unfavorable views. The second group outnumbered the first. 
The first group said they experienced substantial benefits from Project 2020, most noticeably 
the training courses and workshops in language competences, the teaching and research 
methodologies. The following quotes from lecturer Ha and Managers 5 and 6 detail the benefits 
expressed by the participants: 
Ha: Our university has opened two training courses on foreign language competences and 
teaching methods for lecturers in the faculty from the financing of Project 2020. In addition, 
there was a training course on action research organized by the project in Vinh. I also had two 
training courses on management capacity, professional capacity and research organized by the 
project in Da Nang. 
Manager 5: Over the past years, the project has organized a number of small workshops. In 
addition, the project has assisted lecturers in participating in short-term training abroad.  
Manager 6: Lecturers in the faculty benefit from programs and workshops organized by the 
project.  
According to the participants with favorable views, one benefit was related to the assessment 
tests on language proficiency the lecturers were paid to sit for. These tests were widely carried 
out by authorized assessment agencies to discern lecturers’ levels of foreign language, place 
them in appropriate training classes and certify those who qualified. These participants said 
that the PD events under Project 2020 provided ample opportunities for lecturers to deepen 
their knowledge. For example, Managers 4 and 2 said: 
Manager 4: Lecturers can study and take IELTS exams for free. 
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Manager 2: Lecturers are trained. They are also supported when taking assessment tests. The 
project has awakened lecturers’ awareness of PD.  
Another benefit was that a small number of lecturers were invited and paid by Project 2020 to 
give lessons to other lecturers or school teachers after undertaking the training courses. Such 
opportunities provided the invited lecturers with interesting professional experiences and an 
additional source of income. Below are three views about this:  
Khanh: Sometimes they can teach other lecturers who are their colleagues. 
Manager 4: Some lecturers teach classes organized by Project 2020 and receive remuneration 
from that teaching. 
Manager 5: The participants then in turn trained teachers from general schools.  
However, the question that remained unanswered for the participants concerned the selection 
and recruitment criteria of the lecturers chosen to train other colleagues. 
The second group was made up of the lecturers and managers with unfavorable views about 
the impact of Project 2020 on lecturer PD. They appreciated the policy for its good intentions 
but raised issues concerning its effects, particularly with regards to social justice. In contrast to 
the lecturers who reported that they were offered many PD opportunities under Project 2020 
policy, most of these participants said that the project provided very few or even no PD 
opportunities. Lecturers Chau and Lien said: 
Chau: I only heard the name of Project 2020. 
Lien: In fact, I have not attended any training courses by Project 2020. I only heard about this 
Project via media. 
While some lecturers said they had access to training courses under this policy, they expressed 
unhappy feelings about their poor quality and irrelevance to their practice. For example, 
lecturer Tam commented on the effect of courses provided by Project 2020: 
Tam: I don’t find satisfied with the effectiveness of the courses by Project 2020 because it is 
almost impossible to apply what we learnt. Even the trainers themselves honestly said that they 
found the courses useless, money-wasting without any results. 
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Lecturers and managers complained about the poor-quality PD events under Project 2020. 
Manager 6 commented that the courses organized by Project 2020 were in the nature of get-
togethers: 
Manager 6: All of these courses were in practice to get together to socialize, discuss with each 
other. They are much about connection rather than training on expertise. Such training 
programs are often of limited value … Training courses were held primarily for disbursement 
purposes.  
Some participants felt that lecturers were used as a tool for organizers to accomplish the 
project, with no consideration given to lecturers’ prior knowledge, needs and teaching 
practices. Some even thought that Project 2020 organized events for the disbursement 
purpose, that is, the project steering committees held activities to provide evidence of 
disbursement from the State budget. Regarding the Project 2020 courses, lecturer An said:  
An: Lecturers are used as a tool for them to carry out the project. 
In summary, this chapter presents a detailed analysis of the national education policies related 
to EFL lecturer PD in Vietnam. It has examined four aspects of these policies: lecturer attributes 
and professional standards; lecturers’ professional responsibilities and rights; lecturers’ PD 
responsibilities and rights; and Project 2020 – the policy having most influence on the 
education of foreign languages, including EFL lecturer PD. Drawing mainly on the current 
national education policies related to the PD of EFL lecturers in combination with focus groups 
with lecturers, interviews with managers and the survey, this analysis was theoretically framed 
by Ball’s analytical tool of policy as text, policy as discourse and policy effects. This framework 
highlighted the thrust of the policies as well as how and in what ways they have impacted 
lecturer PD. In addition, Cultural Historical Activity Theory was employed to examine the nature 
of the policies, their interactions with other components of the PD activity and to explore the 
primary and secondary contradictions within the activity in relation to policy. This theoretical 
frame also supported the analysis of the activity’s expansive transformations linked with the 
modification of policies on language standards, training lecturers for master’s and doctoral 
degrees. CHAT offered a way to view the culturally mediating factors such as the culture of top-
down imposition in the administrative system, and the notion of teachers as having good moral 
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and professional character as well as the historically mediating factors, such as the historical 
influence of Confucianism, and the historical selection of English as the prevailing foreign 
language in Vietnam. The next chapter describes this study’s quantitative findings related to 





DESCRIPTION AND ANALYSIS OF QUANTITATIVE DATA 
 
This chapter presents the findings of the quantitative data elicited through a total of 100 valid 
responses to a Qualtrics-assisted questionnaire that were returned by 83 EFL lecturers and 17 
academic managers from 14 public universities across Vietnam. The quantitative investigation 
addressed four aspects of EFL lecturer PD: (1) the perceptions of the importance of lecturer PD; 
(2) lecturers’ frequencies of involvement in PD; (3) factors influencing lecturers’ involvement in 
PD; and (4) lecturers’ identified PD needs. Data was first analyzed through descriptive statistics 
(frequencies, mode and crosstabulation) to describe and present what was found in a variety of 
ways. Data was then analyzed through inferential statistics (One-Way ANOVA, and Independent 
Samples T-Test) to examine statistical significance. These inferential statistics were assisted by a 
Partial Eta-squared test to measure difference strength and a post hoc Tukey test to determine 
the significance of any difference between means. Furthermore, the analysis was underpinned 
by the second generation of the Cultural and Historical Activity Theory (CHAT) to provide 
further insight into the nature of the lecturer PD activity, and the third generation of CHAT to 
illuminate the interactions of this activity with other activities.  
Lecturer PD is a multi-dimensional activity, hence gaining in-depth knowledge of its various 
aspects requires investigation through multiple research methods. This explains why, in this 
study, the same research questions were addressed through both quantitative and qualitative 
methods, with the qualitative research deepening a number of themes identified in the 
quantitative research. This chapter analyzes the quantitative data collected from 
questionnaires given to lecturers and academic managers; thus, in terms of the emphasized 
aspects, it addresses the subordinate research question How do lecturers and academic 
managers view lecturer PD in Vietnam?  
This analysis highlights underlying political, social, cultural and historical factors, providing 
information to address the overarching research question of the study:  
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What are the political, social, cultural and historical dimensions of PD for EFL lecturers of 
non-English specialized students in Vietnam?  
6.1. Perceptions of the Importance of Lecturer PD 
This section describes how participating lecturers and academic managers perceived the 
importance of lecturer PD. Through questionnaires the respondents evaluated each of seven 
roles of PD by rating their importance on a five-point Likert scale, with 1 (extremely important) 
and 5 (not at all important). An open-ended item was also offered for respondents to include 
any additional suggestions. The percentage of responses to this question set was positive, 
ranging from 95% to 97% per closed-ended item, and 24% used the open-ended item to 
express further suggestions. 
In this section, numerical data is described and presented through descriptive statistics, 
including frequencies and modes to report what was found. Data analysis through inferential 
statistics to identify statistical significance of the differences between age groups is conducted 
later in this chapter under the section called age variations. Through the CHAT lens, lecturers 
are the subjects while academic managers can be either the subjects or the community 
members of the PD activity. Therefore, analyzing lecturers’ and managers’ perceptions of PD 
provided insight into the nature and agency of the subjects, and any relationship of the subjects 
with other components of the PD activity as well as the relationships between activities. These 
various analyses have contributed useful information about how lecturers and academic 
managers view the importance of lecturer PD. 
Table 6.1 shows that the respondents highly valued the importance of the activity in which they 
were the subjects. A majority (62% – 89%) firmly believed that PD was extremely or very 
important for lecturers to improve their professional expertise, capacities and qualities; to 
broaden knowledge of language learners; and to build up their professional networks and 
learning culture. By contrast, most (61%) downplayed the role of PD in offering lecturers 
promotion prospects. The mode of six out of seven statements was 2, indicating that the largest 
number of people considered PD to be Very important. These results demonstrate the subjects’ 
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active and dynamic roles in their PD activity and their high motives for working towards the 
object (the enhancement of competencies) – an important factor for the success in reaching 
the object. 
 
Table 6. 1 Perceptions of the importance of lecturer PD  
As can be seen from Table 6.1, a large majority of respondents selected extremely important 
and very important for three roles of PD: Increase my professional confidence, motivation, 
interest, beliefs and attitudes (89%), Ensure my capabilities to keep pace with current standards 
and requirements (88%), and Gain knowledge of how students learn, what impedes their 
learning, and how lecturer instruction can increase student learning (87%). Only 1% completely 
denied the importance of any of these functions of PD, and small percentages thought that PD 
did not have a noteworthy influence on them (10%, 12% and 13%, respectively). These results 
indicate that lecturers might feel lacking in professional qualities and capacities, which were 
possibly the effects of the global marketization in higher education, resulting in progressive 
requirements of lecturers (Lissovoy & Cedillo, 2016). The rising requirements also include 
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lecturers’ accountability for student performance (Reiners, 2014), which might justify the 
respondents’ paramount needs to be developed in knowledge about language learners (non-
English specialized students), who Project 2020 imposed a language standard of level 3, B1 or 
4.0 – 5.0 IELTS. 
The statement Provide me with knowledge and skills necessary in practice but not included in 
pre-service training was also highly appreciated by a sizeable percentage of respondents, with 
76% rating it extremely important or very important. The remaining 24% thought that PD had a 
moderate role in this aspect. Applying the third generation of CHAT to this finding signifies a 
quaternary contradiction between the PD activity and the pre-service teacher training activity. 
This quaternary contradiction entails dissatisfaction with teacher training. In other words, the 
respondents’ answers signify a historical factor associated with a gap between pre-service 
teacher training and practical teaching requirements (Mizell, 2010; OECD, 2009; Schleicher, 
2016), which lecturers thought could be dealt with by participating in PD.   
Ranking next in importance, according to the respondents’ views, are the two roles of PD: to 
help Create a culture of learning among lecturers and students, and Build up professional 
networks. 66% and 62% respectively agreed that these roles were extremely or very important 
to them. Almost all the others (33% and 37%) said that PD had minor importance in these 
aspects. The earlier result might indicate the needs of most lecturers to set good examples of 
learning for their students and community, which is influenced by the Confucian culture of high 
expectations for teachers and lecturers. The latter result described lecturers’ needs for 
“connecting learning beyond the language classroom” (National Foreign Language 2020 Project, 
2014, p. 21), one of 23 competencies which EFL teachers and lecturers are expected to know 
and be skillful at by Project 2020.  
Only around a third of respondents (34%) thought that PD had a substantial impact on 
lecturers’ promotion prospects. 15% completely denied any influence that PD had on their 
chances of promotion, while around half of respondents (51%) judged that PD had a moderate 
or slight effect on it. These responses raise a question about whether a majority of lecturers did 
not hold much belief in lecturers’ prospect of promoting professionally through PD. In another 
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sense, they might refer ‘promotion prospects’ to a narrow sense of promotion to a higher job 
position, such as Vice-Dean, Dean or higher, which they thought PD did not help much. 
In summary, this section has analyzed and presented data about the respondents’ perceptions 
of the importance of PD. Data was analyzed through descriptive statistics, including 
frequencies, mode and crosstabulation, which revealed that a substantial majority of 
respondents considered PD to be critically important for lecturers in four aspects:  
 filling the perceived gap in professional expertise between pre-service teacher training 
and teaching practice  
 responding to current standards and requirements  
 maintaining necessary professional qualities  
 understanding language learners.  
In contrast, a larger proportion of respondents understated the role of PD in promoting 
lecturers’ professional prospects. The application of CHAT in this section has highlighted 
internal interactions of the PD activity, an external contradiction between the PD activity and 
the pre-service teacher training activity as well as underlying historical and cultural factors. The 
findings have been provided with brief potential justifications that will be further elaborated in 
the discussion chapter. 
6.2. Lecturers’ Frequencies of PD Uptake 
The aim of this section is to measure the lecturers’ frequencies of PD uptake. The respondents 
were provided with a list of 10 types of PD, on which they marked their participation 
frequencies by selecting one point on a six-point Likert scale, ranging from 1 (always) to 6 
(never). The respondents could add other forms of PD in an open-ended item provided at the 
end of the list. All the respondents entered this question and returned responses to almost all 
the closed-ended items. Only three items were ignored by between one and three respondents. 
In addition, a notable percentage of respondents (11%) provided details of other PD activities 
not listed in the survey. Data about lecturers’ involvement in PD was tested through several 
statistical techniques. In this section, data was analyzed through descriptive statistics such as 
118 
 
frequencies and mode for a general description of what was found. Data was also tested 
through inferential statistics to determine whether there was any association between PD 
involvement and regions. This is conducted in a subsequent section. In relation to CHAT, data 
about lecturers’ PD uptake give a critical understanding of the tools and the subjects’ 
frequencies of employing the tools to mediate their actions towards their objects. The findings 
provide a useful insight into the types of PD commonly used by lecturers and how often they 
used them to develop their professional expertise, thereby further uncovering the social, 
cultural and historical dimensions of the PD of Vietnamese EFL lecturers.  
Table 6.2 shows that some types of tools were utilized more frequently by a majority of 
participants than other types in their object-directed processes. The tools that were used 
frequently included individual tools such as Self-study; Analyzing critical incidents and Teaching 
portfolios, and formal, collective tools such as Workshops, seminars and conferences. Other 
collective tools seemed to be employed at low frequencies, including Peer coaching; 
Professional forums or clubs; and Short face-to-face training courses, or Online PD programs. 
 
Table 6. 2 Lecturers’ frequencies of involvement in PD 
What stood out from the list was Self-study, with 86% of those who returned responses to this 
item reporting that they always, usually or often undertook self-initiated personal learning. Self-
study had the mode of 2 (Table 6.3), indicating that it was the PD tool that was usually 
employed by the greatest number of respondents. This tool was also occasionally utilized by 
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11% of respondents. Only 3% reported that they rarely or never did any personal learning. It 
was reasonable due to the diverse and convenient nature of this tool, in which lecturers could 
engage anytime and anywhere with technology assistance. It could be that in order to fill the 
gap between institutional expectations from EFL lecturers and their resources (i.e. inadequate 
preparation for the demands of the role, excessive teaching workload, family commitments and 
inability to afford expense or time off work), EFL lecturers had to tap into their own personal 
time and resources to fill the gap. It was also possible that lecturers got involved much in Self-
study because they could not rely on the PD tools offered by their employers due to a shortage 
of the tools and/or their poor quality. Above all, a massive percentage of lecturers frequently 
involved in Self-study confirmed a precious cultural identity and a long tradition of studiousness 
of the Vietnamese people. 
 
Table 6. 3 Modes for lecturers’ frequencies of involvement in PD 
Unlike Self-study, the mode for Keeping a teaching journal was 4, indicating that the highest 
number of respondents sometimes kept “an ongoing written account of observations, 
reflections, and other thoughts about teaching …, which serves as a source of discussion, 
reflection, or evaluation” (Richards & Farrell, 2005, p. 68). Approximately half of the 
respondents (48%) reported that Keeping a teaching journal was their frequent habit, with 32% 
using it as an occasional tool, and the remaining 20% rarely utilizing it, some never having done 
it in their teaching career. Keeping a teaching journal is an individual practical and useful PD 
tool as daily classroom practice conveys a lot of messages, so proper observation and 
consideration can help lecturers learn and improve practice. However, utilizing this tool 
requires habits of observing, reflecting and recording, and the respondents’ reports that 
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lecturers were usually overworked could explain why it was not a common tool for most of 
them.  
Analyzing critical incidents refers to a type of PD in which lecturers examine “unplanned and 
unanticipated events that occur during lessons and that serve to trigger insights about some 
aspects of teaching and learning” (Richards & Farrell, 2005, p. 113). All the respondents 
reported that they used Analyzing critical incidents as a PD tool. As Table 6.2 shows, more than 
half of the respondents (57%) commonly analyzed critical incidents in their teaching. Around a 
third of them (36%) sometimes used this tool, and 7% rarely examined such incidents. Lecturers 
sometimes encountered critical issues during their lessons that cannot be ignored, such as 
students’ disinterest in lessons, or their refusal or failure to complete assignments. Behind 
these issues usually exists some unexpected pattern which, if properly tackled, can help 
lecturers learn and improve practice. This could be the reason why this tool was taken by all the 
respondents and was the familiar tool utilized by most of them. 
Teaching portfolios is another type of PD that refers to the process of selecting and organizing 
material from a variety of sources in order to help reflection and improve teaching (Vanderbilt 
University, 2019). The data show that Teaching portfolios were popular PD tools for lecturers. 
More than two thirds of respondents (68%) ticked always, usually or often. It has the mode of 
3, suggesting that the largest number of respondents often built Teaching portfolios, with 26% 
reporting that they did it from time to time, and 7% rarely or never building teaching portfolios 
as a PD method. Teaching portfolios is an easy tool, which can be utilized by keeping and 
sorting professional documents coming to lecturers during processes of performing their duties. 
This may explain why it was a common tool used by a large number of lecturers. 
Doing research is a statutory requirement and the second most fundamental duty after 
teaching for lecturers in Vietnam. It is also a powerful PD tool. Despite its crucial importance to 
lecturers, what is striking from Table 6.2 is that Doing research was a tool commonly used by 
49% of respondents, that is, only almost half of them always, usually or often did research 
related to their teaching. Of the rest, 46% researched at a low frequency, and 5% had never 
been involved in any research. Doing research had the mode of 4, i.e. sometimes, showing 
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lecturers’ low frequency of taking up this tool. The reason for this low frequency resided in the 
fact that lecturers were allowed by many institutions to change their required research hours 
into teaching hours, so their teaching hours increased considerably while their research hours 
dropped. This issue has been delineated in the previous policy chapter (Chapter Five).   
Peer or group observation of teaching is the type of PD in which lecturers observe others’ 
lessons and learn from one another. Like Doing research, it is a mandatory requirement for all 
lecturers to observe other lecturers’ lessons a few hours per academic year. The data shows 
that teaching observation was taken by 100% of respondents. However, this tool had the mode 
of 4, which means the greatest number of people sometimes took it up, with 17% rarely 
engaging in it. While observation of teaching is widely considered a useful PD tool for lecturers 
learning from their colleagues, it involves watching others’ classes, which is usually followed by 
an evaluative session. Therefore, it is likely for the lecturers being watched to be placed under 
pressure and collegial relationships to be damaged, while it is a cultural identity of the 
Vietnamese people to preserve a social harmony with their colleagues. Teaching observation is 
also used by faculties as a performance management tool, and observation reports might affect 
lecturers’ annual reviews. These could be the reasons why lecturers tended to reduce teaching 
observation to a degree to ensure that the rule was complied.  
Peer coaching is a “collegial process whereby two faculty members voluntarily work together to 
improve or expand their approaches to teaching” (Huston & Weaver, 2007). It is an obligation 
in Vietnam that novice lecturers are coached by experienced colleagues in the first year of their 
teaching career, during which the novice watches the lessons given by his or her coach to learn 
from experienced colleagues. In return, the coach examines the novice’s teaching documents, 
observes their lessons and gives them feedback. In addition, lecturers are able to freely pair 
with their colleagues and work together to address problems associated with their teaching 
practice. Despite the substantial benefits that can be derived from Peer coaching, it was not a 
preferred choice of many participating lecturers. It had the mode of 5, which means the largest 
number of respondents rarely did it. Compared to the other tools in the list, Peer coaching was 
undertaken at a high frequency by the smallest number of respondents (30%), with 28% doing 
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it occasionally, and the remaining 42% rarely using it or not knowing this tool existed. Utilizing 
this tool requires lecturers to meet and prepare for meetings while lecturers were usually 
burdened with excessive teaching loads, possibly explaining why most of them turned away 
from this method. This could also be the reason behind the low frequency of involvement in 
Professional forums and clubs, a form of professional learning which is referred to by Richards 
and Farrell (2005) as teacher support groups, study groups or teacher networks. The data 
indicates that around a third of respondents (34%) commonly employed this tool to enhance 
their profession, nearly half (47%) took it up from time to time while the rest (19%) rarely or 
never engaged in it. 
It is notable from Table 6.2 that the formal, collective forms of PD, namely, Workshops, 
seminars and conferences were taken at high frequencies by a vast majority of respondents. 
They had the mode of 3, showing that they were often undertaken by the greatest number of 
respondents. None reported that they had never participated in any workshops, seminars or 
conferences. Almost two thirds (65%) took part in these events at a high frequency, with 
approximately a third (32%) attending on some occasions, and very few (3%) hardly ever 
getting involved in this form of PD. This positive frequency might indicate that faculties and 
institutions adequately performed their responsibility for lecturer PD through organizing PD 
events for their staff or sponsoring them to participate in these PD events off-site.   
Short face-to-face training courses refer to classes which lecturers attend for a few days and are 
trained in a specific subject by an expert. Short face-to-face courses are a popular PD tool, and 
they are employed by Project 2020 as a primary tool to develop EFL lecturers’ competencies. 
However, data in Table 6.2 does not reflect this. Taking part in Short face-to-face courses or 
online programs was a frequent occurrence for only around a third of respondents (34%), with 
36% taking them up on some occasions, and almost a third (30%) rarely or never joining any 
courses or programs. This type of PD had the mode of 4, which means the most significant 
number of people sometimes participated in it. Project 2020 imposes professional standards on 
EFL instructors and commits itself to organize or sponsor institutions to organize training 
courses for all teaching staff. However, CHAT reveals this to be a primary contradiction within 
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the rules (Project 2020) due to a limited provision of resources. A primary contradiction may 
also reside in the division of labor relating to the unequal division of resources. Training courses 
under Project 2020 were not made available to all lecturers equally and neither were online PD 
programs accessible for all lecturers at their convenience. 
In addition to reporting their frequencies of participating in the given types of PD, many 
respondents described other tools which they used to improve their professional expertise, for 
example, sharing lesson plans; collecting and sharing English books; designing handouts and 
course books; doing part-time jobs related to English; playing English-language games; and 
joining English groups on social networks. A few of them were fortunate to participate in 
exchange programs with foreign organizations. 
In summary, this section has reported on lecturers’ frequencies of involvement in types of PD 
activities. Data was descriptively analyzed through frequencies and mode. The trend emerging 
from the contingency table (Table 6.2) is the dominance in the employment of several 
individual forms of PD, particularly Self-study. Some collective forms were also commonly used 
by lecturers, while many popular collective forms of PD were not frequently taken by most of 
the respondents. Applying CHAT in considering lecturers’ frequencies of PD uptake has revealed 
some useful cultural factors as well as two possible contradictions inherent in this activity.  
6.3. Factors Influencing Lecturers’ Involvement in PD 
This section examines the factors that influenced lecturers’ involvement in PD, which is viewed 
through CHAT as an examination of the interactions between the components of the PD 
activity, impacts of the subjects’ personal attributes, and relationships between activities in the 
subjects’ processes of acting towards their generalized object of improving professional 
competencies and their varied specific objects. The qualitative data about this aspect provided 
a rich source of social, cultural and historical information related to EFL lecturer PD activity. In 
order to obtain information, a set of 13 groups of factors that are commonly cited in the 
literature were suggested. The respondents presented their views by rating these factors with a 
five-point Likert scale, ranging from 1 (extremely influential) to 5 (not at all influential). The 
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respondents could include additional factors using an open-ended item provided at the end of 
the question. The number of non-responses to this question was minimal, ranging from two to 
four participants per closed-ended item. In other words, the response percentage was between 
96% and 98% per item. Data was first analyzed through frequencies and mode to produce 
descriptive findings, and then examined inferentially for the associations with genders and 
regions. The findings presented in this section addressed the subordinate research question 
How do lecturers and academic managers view lecturer PD in Vietnam? in terms of influences 
on lecturers’ involvement in PD. An examination of the social, cultural and historical factors 
underlying the influences on involvement contributed to answering the main research question. 
As can be seen from Table 6.4, lecturers’ PD participation was affected by a broad range of 
factors impacting it to different degrees. The factors that were considered by a vast majority of 
respondents as being extremely or very influential include Professional responsibilities (82%); 
Needs for discovering new knowledge, skills, places and networking (84%); and Contents and 
processes of PD courses (83%). These factors had the mode of 2, indicating that the most 
significant number of respondents considered them to be very influential. For the remaining 
respondents, these factors produced some degree of impact, and none of them negated their 
influence. The respondents’ keen appreciation of the impact of professional responsibilities 
might indicate lecturers’ limited capabilities to fulfil professional duties due to growing 
requirements of student learning as well as the shift of HEI administration to the management 
on neoliberal principles, which continuously impose competing demands on lecturers. The 
notable impact of Needs for discovering new knowledge, skills, places and networking could 
reflect the Vietnamese culture of eagerness to learn. The analysis of data in response to sub-
question How do lecturers and academic managers view lecturer PD in Vietnam? indicates that 
the respondents considered contents and processes of PD activities as having a significant 
influence. The major type of PD that lecturers were provided under Project 2020 in a bid to help 
them achieve the standards was through training courses; however, this tool exposed serious 
flaws as presented earlier in this chapter and in Chapter 5. This result points to a secondary 
contradiction between the subjects (lecturers) and the tools (training courses) due to “a misfit 
... problems, ruptures, breakdowns, and clashes” (Kuutti, 1996, p. 16) between these two 
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elements. These results are also shown through the CHAT lens as dramatic mediating effects of 
the tools (PD courses), the subjects’ specific goals (needs for discovering new knowledge, skills, 
places and networking), and neighbouring activities (professional responsibilities of the 
teaching activity) on the subjects’ commitment to the PD activity. 
 
Table 6. 4 Factors influencing lecturers’ involvement in PD 
Six other factors were also considered by large percentages of respondents as having a strong 
influence on lecturers’ undertaking PD: Governmental and institutional policies (73%); Leader 
support (78%); Family support (71%); Workloads (73%); Professional challenges (79%); and 
Students’ requirements for their learning (78%). Only very small proportions of respondents 
thought that these factors had little or no influence. Governmental and institutional policies 
refer to a wide range of regulations which directly or indirectly relate to lecturer PD. The fact 
that almost three fourths of respondents admitted its dramatic impact on lecturers’ PD uptake 
demonstrates an enormous mediating effect of the rules (governmental and institutional 
policies) on the subjects’ involvement in the process of attaining their objects.   
Leader support describes any assistance with PD that lecturers might receive from heads of 
professional divisions, Vice-Deans and Deans regarding, for example, providing information 
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about PD opportunities or intervening lecturers’ teaching schedules to facilitate their PD 
participation. That the PD uptake of 78% of respondents was heavily influenced by this factor 
indicates the excessive dependence of the subjects (lecturers) on this community member 
(departmental leaders) as well as the impact created by the rules of departmental culture of 
management in terms of their PD involvement.  
Family support mentioned, for example, spouses’ willingness to take family responsibilities 
during their partners’ PD trips. 71% of respondents was largely affected by families, reflecting a 
strong mediating effect of this community member on the subjects’ goal-directed actions. This 
is a clear illustration that member of the community, in this case families, does not always 
share the lecturers' PD objects (desires and needs for engagement in PD), but they considerably 
shape their PD actions, opposing the argument made by Igira and Gregory (2009) that 
community are those that share the common object. The reason behind this result could be the 
cultural notion that housework belongs mainly to women, which considerably obstructed 
female lecturers in PD participation. This issue is described more fully in the qualitative analysis 
chapter (Chapter 7).  
It is reasonable to suggest that the involvement in PD of 73% of respondents was radically 
affected by Workloads, given that lecturers were usually overworked. This factor, which has 
been repeatedly demonstrated in this study, is shown through the lens of the third generation 
of CHAT as a quaternary contradiction between the lecturer PD activity and their teaching 
activity as a result of an unreasonable division of labor in the teaching activity. This seriously 
impeded lecturers attaining their objects, including the general object (the enhancement of 
competencies), and their diverse specific objects, such as obtaining a higher academic degree, 
networking, or building a learning culture, etc. 
Project 2020 sets the object(ive) for EFL lecturers to enhance a range of competencies, 
including the language standard of 7.0 IELTS. This standard posed unresolved tension to a 
sizeable proportion of lecturers as it was beyond the ability of many lecturers. This justifies why 
Professional challenges were indicated by 79% of respondents as a dominant influence on 
lecturers’ PD uptake. This output echoes a result related to the participants’ views about 
127 
 
Project 2020 that was reported earlier in Chapter five. This repeated result indicates a 
secondary contradiction between the lecturers and the required language standard as the 
standard is beyond the ability of many lecturers and this placed them under constant pressure 
in trying to reach it. A similar percentage of respondents (78%) reported that they undertook 
PD primarily due to Students’ requirements for their learning. This output is justifiable in the 
discourses of Neoliberal education that increase the requirements of lecturers’ professional 
qualities and their accountability for student outcome, of increasing demands of employers on 
graduates, and particularly of the 5.0 IELTS standard that Project 2020 imposed on non-English 
specialized undergraduates. These require lecturers to rely on PD to improve themselves, 
thereby improving their students. These results are in line with results achieved in the 
examination of lecturers’ perceptions of the importance of PD presented in section 6.1 of this 
chapter. 
The other four factors were presumed by approximately two thirds of respondents to be 
extremely or very influential in lecturers’ PD undertaking. These were Institution/faculty 
directives and requirements (67%); Finance matters (66%); Lecturers’ personal factors (61%); 
and Course time and venues (64%). Institution and faculty directives refer to commands given 
by the people in authority regarding, for example, assigning lecturers to participate in a training 
course. The result that PD uptake of two thirds of respondents was radically affected by this 
implicit and unwritten rule can be explained by the institutional culture of Vietnam, where the 
sudden and oral orders made by people in power exert an enormous impact on the 
performance of subordinates. This result, alongside the result related to Support from leaders 
above, indicates the substantial influence of institution and faculty leaders and managers on 
lecturers’ involvement in PD. 
Financial matters were connected with PD expenses and lecturers’ family economic conditions. 
The report that PD undertaking of two thirds of respondents was primarily affected by finance 
matters reflected the severe financial conditions of a considerable number of lecturers, 
requiring them to consider their PD uptake seriously. This finding is correlated with a finding 
related to lecturers’ poor salaries presented earlier in Chapter five. This reveals another 
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possible quaternary contradiction between the lecturer PD activity and their teaching activity 
concerning an unsatisfactory division of resources to the teaching activity. At the same time, 
this statistic indicates a severe paucity of finance resources – an essential tool to mediate the 
subjects’ object-oriented activity.  
Almost two thirds of respondents were significantly affected by the time and venues of 
refresher courses, indicating that where and when refresher courses took place might allow or 
prevent most of the respondents from attending them. As elaborated in the previous policy 
chapter (Chapter Five), many refresher courses are held in large cities, which is very convenient 
for local lecturers yet a distinct disadvantage for lecturers from distant locations. This was a 
critical issue as most of EFL lecturers were female, many of whom were in their childcare age. 
Evidence from chapter five and this chapter shows numerous secondary contradictions 
between the lecturers and refresher courses. This included the inappropriateness of various 
aspects of this tool such as contents, methods, time, duration, venues and trainers. The issue 
raised was the unequal allocation of refresher courses and the failure to take gender into 
consideration in terms of offering PD opportunities. The impact of this factor was also seen in 
the respondents’ reflections upon Personal factors, including gender and age. 
In summary, this section has presented and analyzed data about influential factors in lecturers’ 
involvement in PD activities. The analysis, which was carried out through the descriptive 
statistics of frequencies and mode, indicates that lecturers’ PD undertakings were impacted by 
a wide variety of factors. The factors that exerted the most influence were Professional 
responsibilities; Lecturers’ needs; and Contents and processes of PD activities. From the CHAT 
perspective, this section has uncovered numerous complex interactions between components 
of the PD activity, social and cultural factors connected to lecturers’ involvement in PD as well 
as various levels of internal and external contradictions, providing a unique insight into the ELF 





6.4. Lecturers’ Identified PD Needs 
This section describes the competencies that lecturers wished to develop, and the types of PD 
that they wished to take up. In reference to CHAT, this section examines two key elements of 
the PD activity: lecturers' specific objects and the tools. This could be useful in terms of the 
offering of PD opportunities that address lecturers' practical needs through their preferred 
modes of PD. Data was collected through two sets of questions. The first set, which explored 
lecturers’ needs to be further trained in competencies, contained a list of five domains 
regarding what an EFL lecturer needed to know and to be skillful at. These domains, which 
included 23 competencies, belong to the Competency Framework for English Language 
Teachers: User’s Guide, developed by Project 2020 (2014) for those who were involved in the 
training of EFL teachers and lecturers in Vietnam. Respondents expressed their needs on a five-
point Likert scale, ranging from 1 (extremely essential) to 5 (not at all essential). Additionally, an 
open-ended item was supplied for respondents’ further ideas. The second set, including ten 
types of PD activities, was suggested in order to learn about the types of PD that lecturers 
wished to take up. Respondents simply selected their preferences from a list. They could also 
list other tools that they wished for in an open-ended item at the end of the question. Data 
about competencies was descriptively analyzed through frequencies and mode. The second set 
of questions elicited data about lecturers’ preferences for PD tools and was first analyzed 
through frequencies for a general description of findings and then through crosstabulation to 
consider the choice of PD tools by age (see Section 6.5 on age variations).  
6.4.1. The Competencies That Lecturers Wished to Develop 
Five items about professional competencies were selected by 97 out of 100 respondents. 
Generally, all the objects (the five domains) that EFL lecturers were expected to reach were 
greatly desired to be further trained by a large majority of respondents (84% – 93%). As shown 
in contingency Table 6.5, no one negated their desire to be further trained in any areas, and a 
minimal number expressed little desire (0% – 2%), and the number who felt a moderate desire 




Table 6. 5 Professional competencies of lecturers – training needs 
Knowledge of teaching comprises competencies of language teaching methodologies, lesson 
planning, conducting a lesson, classroom management, assessment of language learning, 
technology and language curriculum (National Foreign Language 2020 Project, 2014). Further 
training in this domain seemed to be the most desired by the highest proportion of 
respondents. It had the mode of 1, indicating that the largest number of respondents expressed 
that further training in these competencies was extremely essential (51%), plus 42% on very 
essential, making it the domain of lecturers’ strongest training need. The remaining 7% thought 
that improving it was moderately essential. It can be concluded that being further trained in 
Knowledge of teaching was a priority for almost all the lecturers. This domain was considered 
as professional responsibilities in the examination of influential factors as described in the 
above section, which was identified by most of the respondents as a major influence on 
lecturers’ PD undertaking. The reasons were assumed to be increasing demands of lecturers’ 
classroom performance, student learning and the shift of university administration to 
Neoliberal management.  
Knowledge of language learners includes competencies of understanding learners’ 
development to encourage and motivate them, recognizing developmental learner language to 
inform instructions, reflecting on learners’ values and prior learning, and developing learners’ 
creativity and critical thinking (National Foreign Language 2020 Project, 2014). This item had 
the mode of 2, indicating that the largest number of participants chose very essential (47%) and 
45% chose extremely essential, making Knowledge of language learners the domain of 
lecturers’ second highest PD need. The remaining 8% thought that it was fairly essential. Like 
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Knowledge of teaching, Knowledge of language learners seemed to be the knowledge in which 
almost all the lecturers expressed an intense interest in developing further. Once again in this 
chapter, data shows that this community member (students) became lecturers’ overriding 
object pursued through PD. The primary reason was probably the growing demand on lecturers 
to understand their students more in order to improve teaching effectiveness, inspire students 
and assist them in accomplishing their foreign language standard.  
Knowledge of language refers to competencies of language proficiency, language as a system, 
understanding how languages are learnt, and cultures of English-speaking countries (National 
Foreign Language 2020 Project, 2014). This domain was one of the two items having the mode 
of 1; that is, the most significant number of respondents chose extremely essential (47%), while 
40% considered it very essential, making 87% of respondents expressing strong needs to be 
further trained in Knowledge of language. The rest (13%) thought that enhancing this domain 
was moderately or slightly essential. So, Knowledge of language became the knowledge in 
which the third largest percentage of respondents expressed their strong training need. Behind 
this pressing need could be the language standard imposed by Project 2020, which was 
currently beyond the reach of many lecturers. Additionally, an historical analysis indicates that 
almost all EFL lecturers received their pre-service teacher training domestically, which was 
delivered mainly by Vietnamese educators, so their knowledge of language needed to be much 
more improved to meet increasingly demanding teaching practice. In other words, as indicated 
earlier in chapter five and this chapter, Knowledge of language was the respondents’ prime 
object. A quaternary contradiction existed between the PD activity and the pre-service teacher 
training activity, as lecturers felt pre-service teaching training was not satisfactory in this area. 
In addition, a secondary contradiction is confirmed between the lecturers and the language 
standard caused by the imposition of a new standard imposed by project 2020 a standard that 
disregarded lecturers’ practical conditions and abilities. 
Practice and context of language teaching encloses competencies of connecting learning 
beyond the language classroom and reflecting on language learning and teaching (National 
Foreign Language 2020 Project, 2014). Professional attitudes and values in language teaching 
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include showing professionalism in language teaching, practicing cooperation, collaboration 
and teamwork in language teaching, and contributing to the language teaching profession 
(National Foreign Language 2020 Project, 2014). These two domains had the lowest 
percentages of respondents expressing their training needs at extremely essential (34% and 
32%, respectively). However, 52% reported that further training in these competencies was 
very essential for lecturers. The remaining 14% and 16%, respectively, did not express much 
desire to be retrained in these areas. Despite being really needed by the fewest respondents 
compared to three earlier domains, these two latter domains also attracted a strong training 
need of a vast majority of respondents, demonstrating lecturers’ intense interest in further 
developing all professional competencies. These results could be an indication of a wide gap 
between lecturers’ current knowledge and the increasing requirements of teaching practice. 
From the perspective of culture, these findings once again highlight the studious tradition of 
the Vietnamese people, who never feel satisfied with their current knowledge and always wish 
to learn more. 
6.4.2. Types of PD That Lecturers Wished to Take Up 
The respondents expressed their preference for PD tools by choosing from 10 types of PD 
activities. A total of 510 selections were made, plus a few additional ideas expressed through 
the open-ended item. Data in Figure 6.1 shows that the respondents expressed high interest in 
some tools and indifference towards others. 
Workshops, seminars and conferences were the tools preferred by the largest percentage of 
respondents (82%). The second most preferred were Short face-to-face training courses and 
online PD programs (70%). This was followed by Doing research associated with teaching 
practice (67%) and Self-study (60%). The tools that were chosen by around half of the 
respondents were Professional forums/clubs (50%) and Peer/group teaching observation (47%). 
The least preferred tools were Peer coaching (38%); Keeping teaching journals (35%; Teaching 
portfolios (33%); and Analyzing critical incidents (28%). These results reflect that the 
respondents’ preferences for formal and collective forms of PD rather than informal, collective 
or individual forms. These results are opposite to the findings reported earlier in this chapter, 
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where a vast majority said that Self-study was the PD tool that they utilized most often. This 
might be attributed to a shortage of their favorite tools and other difficult conditions, such as 
time and finance.  
 
Figure 6. 1 Types of PD that lecturers wished to take up 
This section shows that the PD tools preferred by the largest number include Workshops, 
seminars, conferences, short direct training courses, online PD programs, and Doing research 
associated with teaching practice. Most of these tools feature collectiveness, meaning that 
lecturers preferred to develop their competencies collectively with their colleagues and 
experts. This might denote the collectivist culture of Vietnamese people. Participants expressed 
a preference for face-to-face interactions during PD activities and events. They cited the 
following benefits of this face-to-face PD, including direct access to experts, who communicated 
new knowledge to them, and from whom they could seek answers to any questions they might 
have.  They also explained that face to face PD brought them in direct contact with other peers, 
with whom they could experiment new pedagogic approaches and generate new knowledge 
about EFL teaching practice.  
This section has reported on and analyzed data about lecturers’ identified PD needs, including 
the professional competencies they needed to be further developed and their preferred PD 
activities. The respondents expressed compelling needs to be further trained in all 
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competencies, of which two domains, Knowledge of teaching and Knowledge of language 
learners, were greatly desired by almost all the respondents. The PD tools which were chosen 
by the largest number of respondents feature collectiveness, while the tools which were least 
preferred characterize individuality. The employment of CHAT in this section has highlighted 
the nature of PD activity, in relation to the lecturer PD needs and the tools preferred for this PD 
activity and uncovered important contradictions within and between activities, and provided 
useful social, cultural and historical information in terms of lecturer training needs and their 
preferred PD tools.  
6.5. Age Variations in Views About Lecturer PD 
The respondents in this study were divided into four age groups: the 20–30 group (19%), the 
31–40 group (52%), the 41–50 group (25%), and the 50+ group (4%). Since age is an historical 
factor which embraces culture, this examination relating to age was performed based on the 
assumption that there might exist some useful cultural and historical association between age 
and views about lecturer PD. The association was tested on two aspects of PD: perceptions of 
the importance of PD, and preferences for PD tools. The analysis of data was done through 
descriptive statistics, inferential statistics and CHAT.  
6.5.1. Perceptions of the Importance of PD  
The association between age and perceptions of the importance of PD was first tested through 
crosstabulation and then through One-way ANOVA. This inferential technique was chosen 
because of the continuous nature of the data and a consensus that parametric tests are more 
accurate and have greater statistical power relative to non-parametric tests (Glen, 2014). One-
way ANOVA requires normality if sample sizes are not all more than 20 and homogeneity of 
variances if sample sizes are not roughly equal (Berg, 2019b). As the age sample sizes in this 
study were not all more than 20 and were not roughly equal, the normality and homogeneity of 
variance assumptions were tested. The normality test showed that all the skewness values 
were between -2 and +2, and all the kurtosis values were between -7 and +7 (Appendix 12, 
Table 2), that is, data was normally distributed (Byrne, 2010; Hair, Black, Babin, & Anderson, 
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2014). The output of homogeneity of variance test, i.e. Levene’s test, showed that all the 
significance levels were more than 0.05 (p > 0.05) (Appendix 13), indicating that the population 
variances were equal for all the groups. As a result, the normality and homogeneity 
assumptions were met for the employment of One-way ANOVA.  
Crosstabulation identified some noticeable percentage differences related to three items: Offer 
me promotion prospects; Create a culture of learning among lecturers and students; and Build 
up professional networks. Only 21% of the youngest group, but 37% and 32% of the two next 
groups, and 75% of the 50+ group thought that PD was extremely or very important for 
lecturers to get promoted in their job (Appendix 14, Table 1). This pattern of views was 
repeated in the two other items. These results denote that PD was believed more by the 
veteran than the junior to positively affect lecturers’ job promotions, learning culture, and 
professional networks. It is often said in Vietnam that old people often speak empirically, while 
young people often speak theoretically. Veteran lecturers’ views tend to come out of their 
experience while the younger ones’ views tend to come out of theory. Promotions, for 
example, to higher job titles, academic titles and management positions require them to 
engage in a lot of further study, which might not be a priority of inexperienced lecturers. 
The second level of analysis employed One-way ANOVA to test whether there was statistical 
significance between the age groups. The emphasis was first put on the three statements that 
the descriptive technique found noticeable differences. In reference to the statement Offer me 
promotion prospects, the test yielded the mean and standard deviation values of the groups as 
follows: the 20–30 group (M = 3.11, SD = 1.100), the 31–40 group (M = 3.12, SD = 1.275), the 
40–50 group (M = 3.00, SD = 0.976), and the 50+ group (M = 2.00, SD = 0.816). Table 6.6 shows 
the ANOVA output F(3,92) = 1.16, p = 0.33, not satisfying the required p-value (p < 0.05). This 
result shows no statistical significance between the age groups regarding the perceptions of the 
role of PD in offering lecturers promotion prospects. 
The statistical analysis of the responses to the statement Create a culture of learning among 
lecturers and students yielded the mean and standard deviation values of the groups as follows: 
the 20–30 group (M = 2.21, SD = 0.918), the 31–40 group (M = 2.29, SD = 1.045), the 41–50 
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group (M = 2.22, SD = 0.736), and the 50+ group (M = 1.75, SD = 0.500). ANOVA output F(3,93) 
= 0.428, p = 0.73 did not meet the required significance level of p </= 0.05, that is, the 
difference between the groups in the perceptions of the role of PD in creating a learning culture 
was not statistically significant. 
 
Table 6. 6 One-way ANOVA: Perceptions of the roles of PD between age groups 
Similarly, statistical output showed that the difference between the age groups in the 
perceptions of the role of PD in Building up professional networks was not statistically 
significant. The mean and standard deviation values include the 20–30 group (M = 2.42, SD = 
0.902), the 31–40 group (M = 2.18, SD = 0.932), the 41–50 group (M = 2.18, SD = 0.795), and the 
50+ group (M = 2.00, SD = 0.816). ANOVA result F(3,92) = 0.456, p = 0.71 did not reach the 
required significance level. The ANOVA test produced similar output for the other four 
statements, that is, p-values > 0.05, and did not satisfy the required significance levels 
(Appendix 15, Table 1). Therefore, the three noticeable percentage differences, which were 
identified through crosstabulation, were indicated through One-way ANOVA as not being 
statistically significant. 
6.5.2. Preferences for PD Tools 
Crosstabulation identified several noticeable differences in preferences for PD tools between 
the age groups. Table 6.7 shows that as lecturers’ ages increased, there was a tendency for 
them not to opt for corporate events such as Workshops, seminars and conferences. Almost all 
the respondents between 20 and 30 years old (95%) preferred these corporate events; 
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however, this percentage dropped to 88%, 68% and 25% through the age groups of 31–40, 41–
50, and over 50, respectively. This tendency was also seen in two other similar types: 
Professional forums or clubs, and Short face-to-face courses and online programs. Surprisingly, 
this tendency was true not only for collective tools but also for an individual tool, Self-study. Of 
the youngest group, 68% considered Self-study as a way of improving their professional 
knowledge and skills; however, this proportion gradually declined to 65%, 52%, and 0% as ages 
increased. 
It can be concluded that junior lecturers seemed to be more enthusiastic about PD than veteran 
lecturers. Junior lecturers showed willingness to be involved in various types of PD, and 
expressed preference for formal and informal group rather than individual activities. By 
contrast, veteran lecturers, particularly those who were in their 50s, tended to opt against 
collective PD activities and showed less enthusiasm for PD activities in general.  
 
Table 6. 7 Age preferences for PD tools 
However, there appears to be a correlation between lecturers’ length of experience and higher 
level of involvement in research as a way to maintain their professional expertise. The data 
showing junior lecturers’ enthusiasm for PD demonstrates a historical reason that their pre-
service teacher training did not prepare them to be competent enough to meet the 
requirements of teaching practice. In addition, they needed to study further in order to 
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upgrade their academic titles, job titles, and to get academic tenure, which had already been 
achieved by the veteran lecturers. Moreover, the veterans’ tendencies to avoid collective PD 
events as shown by the data suggests that they avoided them so as not to show other 
colleagues any professional incompetence resulting from the outdated pre-service teacher 
training that they underwent decades before.  
In summary, this section has examined the association between age and perceptions of lecturer 
PD. The analyses relating to perceptions of the importance of PD, which employed 
crosstabulation and One-way ANOVA, identified considerable percentage differences in three 
roles of PD; however, the inferential technique showed no statistical significance in the 
differences between the groups. The analysis of the association with preferences for PD tools 
found that junior lecturers expressed more enthusiasm for PD than their veteran colleagues. 
They particularly liked collective PD activities, while veteran lecturers seemed to prefer 
research as a way to maintain their expertise. Through the CHAT lens, useful cultural and 
historical factors have been uncovered related to perceptions of the importance of PD by age.           
6.6. Gender Variations in Views About Lecturer PD 
It is worth noting that 85% of respondents in this study were female, as are most ELF lecturers 
in Vietnam. The association between gender and views about PD was tested based on the 
presumption that gender mattered a great deal to lecturer PD. The aspect of PD that was tested 
in relation to gender was factors affecting lecturers’ involvement in PD. The association was 
tested in the first level through crosstabulation to determine noticeable percentage 
differences, and in the second level through Independent Samples T-Test to identify any 
statistical significance in the mean difference. This parametric test requires normality; that is, 
the dependent variable must follow a normal distribution in the population if samples are 
smaller than some 25 units (Berg, 2019a). As one of the gender samples in this study was 
smaller than 25 units, the normality test was conducted, and the output showed that the 
skewness was between -2 and +2, and the kurtosis was between -7 and +7, assuming a normal 
distribution (Byrne, 2010; Hair et al., 2014) (Appendix 12, Table 3). Partial Eta-squared test was 
employed as a support for Independent Samples T-Test to measure the effect size.  
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Crosstabulation (Appendix 14, Table 4) reveals noticeable percentage differences related to 
three items Support from leaders, Professional challenges; and Times and places of PD activities. 
Cross-tabulating data about Support from leaders shows that no males negated the impact of 
leader support, but only 57% of them reported that it was highly influential. Almost all the 
others thought that it had a moderate influence. By contrast, a high percentage of females 
(81%) stated that leader support was extremely or very influential. This difference might 
account for a greater dependence of females than males on support for PD from, for example, 
heads of professional divisions, Deans and Vice-Deans in terms of PD opportunities and 
interventions into lecturers’ teaching schedules to ease their access to PD. Findings confirm 
that males dominated managerial positions, explaining why females regarded leader support as 
extremely or very influential in terms of PD undertakings relative to their male colleagues.  
Cross-tabulating data about Professional challenges reveals a considerable difference in the 
choice of extremely influential. None of the males underestimated impact of the factors such as 
new lecturer standards, emerging technology tools or new teaching methodologies, nor did 
they overestimate their impact (Appendix 14, Table 5). Of the males, 71% assumed that these 
factors were very influential while the rest (29%) considered them to be influential at a 
moderate degree. By contrast, 20% of females thought that Professional challenges were 
extremely influential in lecturers’ PD undertaking, and 61% chose very influential, showing that 
a vast majority of females (81%) assumed Professional challenges of high influence. This 
difference shows that the female lecturers were more susceptible to the new lecturer 
standards imposed on them as well as to the external impacts of other activities such as 
emerging technologies and new teaching methodologies. 
43% of the males were affected to a high extent by the time and venues where refresher 
courses were held, and the remaining 57% were impacted to a moderate or low extent by these 
factors (Appendix 14, Table 6). These percentages show a remarkable difference from those of 
the females, 23% of whom were extremely influenced by the time and venues of PD courses, 
and 45% were affected to a high degree. The result that 68% of the females were radically 
affected by the time and venues of refresher courses compared to 43% of the males suggests 
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that female lecturers were more susceptible to the elements of the PD activity as well as to 
external activities in terms of their involvement in PD. Behind this vulnerability existed some 
social and cultural factors, including the fact that many refresher courses took place in a few 
large cities, so many female lecturers from distant provinces found it difficult to participate due 
to the cultural notion that women take the main duty of housework. These factors are 
described in greater detail in Chapter Seven, the qualitative data analysis. Cross-tabulating data 
about the other factors did not identify any significant differences between the genders. 
The second level of analysis was conducted through Independent Samples T-Test to determine 
if the differences discovered through the descriptive method were statistically significant. The 
test output showed that the difference between genders in their views about the influence of 
the time and venues of PD courses was statistically significant: male (M = 2.64, SD = 0.633), and 
female (M = 2.17, SD = 0.876) had the mean difference at t(96) = 1.947, p = 0.05 (Table 6.8). 
Partial Eta-squared test η2 = 0.04, indicating a small mean difference (Appendix 17, Table 4). 
This output confirms the descriptive finding. Besides, the Independent Samples T-Test did not 
yield any significant difference relating to other factors (Appendix 16, Table 1). 
 
Table 6. 8   Independent Samples T-Test: Gender views about influences on involvement in PD 
This section has examined the association between gender and factors affecting lecturers’ 
involvement in PD. Crosstabulation identified several noticeable percentage differences 
between genders. However, Independent Samples T-Test confirmed statistical significance 
relating only to the influence of the time and venues of PD courses. The CHAT lens has 
highlighted important social and cultural factors underlying genders in terms of their 
involvement in PD. 
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6.7. Regional Variations in Views About Lecturer PD 
Vietnam has an S shape geographically, with the distance from north to south 1650 km, and the 
narrowest point from east to west 50 km. Historically, the North (and part of the Central) was 
released from foreign colonialism in 1954, while the South (and part of the Central) remained 
under American colonialism until 1975. These geographical and historical features have 
resulted in considerable social and cultural differences between these two parts of the country. 
Therefore, it was assumed that an examination of lecturer PD based on regions would produce 
important social and cultural understandings relating to this activity. The respondents in this 
study came from three regions of Vietnam: the North (35%), the Centre and Western Highland 
(44%), and the South (21%). The analysis of data, which employed both descriptive and 
inferential statistics, was conducted on two aspects of lecturer PD: frequencies of lecturers’ 
involvement in PD, and factors affecting lecturers’ PD uptake. 
6.7.1. Frequencies of Lecturers’ Involvement in PD 
The association between lecturers’ PD involvement and the regions was first descriptively 
tested through crosstabulation to provide the findings that came out of the data, and it was 
then inferentially tested through One-way ANOVA for statistical significance. All the region 
sample sizes in this study had n > 20 per group, and the sample sizes were not sharply unequal, 
so ANOVA normality and homogeneity assumptions were disregarded (Berg, 2019b). ANOVA 
results merely showed if population means were equal, so the employment of Partial Eta-
squared, which tests effect size, assisted ANOVA in measuring how different the means were, 
and post hoc Tukey test assisted in specifying which means were different. Knowledge about 
the association with regions offers a source of regional social and cultural information relating 
to lecturers’ PD uptake. 
The comparison reveals interesting differences regarding the use of PD tools between 
geographical groups of lecturers, which the data suggests distinguishable cultural, social and 
historical differences between the regions of Vietnam. Crosstabulation shows noticeable 
percentage differences in five items: Analyzing critical incidents; Doing research; Peer or group 
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observation of teaching; Peer coaching; and Short face-to-face training courses or online PD 
programs. Data about Analyzing critical incidents shows a noticeable difference between the 
North and the other regions (Appendix 14, Table 7). 44% of Northern respondents utilized this 
tool at high frequencies, compared with 66% of respondents from the Centre and Western 
Highland, and 58% of Southern respondents. This result might indicate that improving 
professional expertise through Analyzing critical incidents was a habit of a majority of lecturers 
from the Centre and Western Highland and the South, while it was not a common tool for most 
of the Northern lecturers. 
It seems that Doing research associated with teaching practice was paid more attention by 
lecturers from the Centre and Western Highland than from the other regions. Two thirds of 
respondents in this region engaged in research at high frequencies (67%), compared to around 
a third in the North (34%) and 38% in the South (Appendix 14, Table 8). Remarkably, of the 
Southern respondents 14% hardly ever and 19% never conducted any research. The 
percentages of the lecturers who rarely or never did research were smaller in the North (23% 
and 3%, respectively) and minimal in the Centre and Western Highland (5% and 0%, 
respectively). These results might suggest that Doing research was a frequent PD method of a 
majority of lecturers from the Centre and Western Highland, while it was a PD practice of just 
around a third of lecturers from the other regions. As was indicated in the previous policy 
chapter (Chapter Five), lecturers in many institutions were allowed to work more teaching 
hours in return for fewer research hours, although this was a breach of national policy. The 
difference revealed in this section could imply that HEIs in the Centre and Western Highland 
were more compliant with regulations on lecturers’ research hours than those in the other 
regions. 
Conversely, Peer or group teaching observation seems to be a minor focus of the respondents 
in the Centre and Western Highland. Crosstabulation shows that around 20% more of Northern 
and Southern respondents undertook Peer or group teaching observation at high frequencies 
(58% and 57%, respectively) than did the respondents from the Centre and Western Highland 
(38%) (Appendix 14, Table 9). Although 100% of respondents across all regions engaged in 
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teaching observation, 24% of the South and 21% of the Centre and Western Highland seldom 
did, while the percentage of the Northern lecturers was much smaller (9%). These statistics 
suggest that Peer or group teaching observation was a common PD method of a majority of 
Northern and Southern lecturers, yet it was not commonly engaged in by lecturers from the 
Centre and Western Highland. Like research, teaching observation is compulsory for lecturers in 
Vietnam; that is, every lecturer must observe their colleagues’ classes a few hours per academic 
year. This result could suggest that lecturers from the North and the South complied with 
regulations on lecturers’ class observation duties more strictly than did lecturers from the 
Centre and Western Highland. 
The most notable difference in Peer coaching between the regions was that nearly half of the 
lecturers from the North (46%) but just around a fourth from the Centre and Western Highland 
(24%) and a much smaller percentage from the South (15%) engaged in Peer coaching at high 
frequencies (Appendix 14, Table 10). Wide differences between the regions were also observed 
in relation to the percentages of respondents who never utilized this tool: 29% in the South, 
12% in the Centre and Western Highland, and 6% in the North. Despite the substantial benefits 
of Peer coaching, the results show evidence that this tool was little known in the South and not 
much known in the Centre and Western Highland, while it was a common tool of nearly half of 
the Northern lecturers. It could be an indication of a regional differences in study habits.  
Crosstabulation of data about Short face-to-face training courses or online PD programs 
observed a noticeable difference in high frequencies of involvement in these tools. 
Approximately half of the Southern respondents reported that they always, usually or often 
participated in these courses and programs (48%), compared to only 35% of the North and 29% 
of the Centre and Western Highland (Appendix 14, Table 11). Surprisingly, despite the high 
percentage of the Southern respondents frequently engaging in short courses and online 
programs, almost a fourth of respondents from this region (24%) reported that they had never 
engaged in any of these activities, while this percentage of those in the North was 3%, and the 
Centre and Western Highland 5%. It is important to recall that short face-to-face training 
courses are the major PD tool employed by Project 2020 in support of EFL teachers and 
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lecturers achieving new professional standards. These results suggest a primary contradiction 
within the division of labor relating to the division of resources, that is, training courses within 
and between the regions. These results might reflect a social injustice related to the allocation 
of training opportunities within and between the regions. Within the region, nearly half of 
respondents from the South frequently participated in training courses or online programs, 
while almost a fourth from this region had never attended any courses. Between the regions, 
training opportunities offered to lecturers from the North and the Centre and Western 
Highland were much fewer than those to the South. 
The second level of analysis was conducted through One-way ANOVA to determine if the mean 
differences in frequencies of PD undertaken between the regions were statistically significant. 
ANOVA output shows statistical significance related to three items: Doing research; Peer 
teaching observation; and Peer coaching (Table 6.9), confirming the percentage differences in 
these items through crosstabulation, while there was no statistical significance related to the 
other items (Appendix 15, Table 2). 
 
Table 6. 9 One-way ANOVA: Lecturers’ frequencies of involvement in PD between regions 
In relation to Doing research, the North (M = 3.80, SD = 1.052), the Centre and Western 
Highland (M = 2.95, SD = 1.068) and the South (M = 3.95, SD = 1.396) were significantly 
different at F(2,96) = 7.78, p = 0.001. A Partial Eta-squared test yields the effect size η2 = 0.139 
(Appendix 17, Table 1), indicating a medium effect. A post hoc Tukey test shows that the North 
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and the Centre and Western Highland differed significantly at p = 0.004; the Centre and 
Western Highland differed significantly from the North and the South at the same p = 0.004. 
Similarly, the South and the Centre and Western Highland differed significantly at p = 0.004, 
while the North and the South were not significantly different from each other at p = 0.879 
(Appendix 18, Table 1). As a result, ANOVA confirms that the difference in frequencies of Doing 
research between the regions, which was identified through crosstabulation, was statistically 
significant.  
The ANOVA result shows statistical significance in the mean difference between the regions in 
relation to Peer or group observation of teaching. The North (M = 3.17, SD = 1.071), the Centre 
and Western Highland (M = 3.79, SD = 0.833) and the South (M = 3.33, SD = 1.278) were 
statistically different at F(2,96) = 3.779, p = 0.03. A Partial Eta-squared test yields the effect size 
η2 = 0.073, indicating a medium effect (Appendix 17, Table 2). A post hoc Tukey test indicates 
that the North and the Centre and Western Highland differed significantly from each other at p 
= 0.03. The differences between the North and the South, and between the South and the 
Centre and Western Highland were not significantly (Appendix 18, Table 2). Therefore, the 
inferential output determines the statistical significance of the descriptive difference between 
the regions in terms of frequencies of Peer or group observation of teaching. 
The responses to Peer coaching saw unequal mean scores for the regions. The North (M = 3.71, 
SD = 1.152), the Centre and Western Highland (M = 4.33, SD = 1.063) and the South (M = 4.62, 
SD = 1.244) were significantly different at F(2,96) = 4.874, p = 0.01. A Partial Eta-squared test 
yielded the effect size η2 = 0.092, indicating a medium effect (Appendix 17, Table 3). A post hoc 
Tukey test shows that the North and the South differed from each other at the significance level 
p = 0.01, while no other significant difference was noticed between the other regions (Appendix 
18, Table 3). This inferential result verifies that the descriptive difference in Peer coaching 
between the regions was statistically significant.  
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6.7.2. Influential Factors in Lecturers’ Involvement in PD 
The association between influences and regions was analyzed in the first level through 
crosstabulation for percentage differences and in the second level through One-way ANOVA for 
statistical significance. Crosstabulation identifies noticeable differences related to four items: 
Support from families; Institution/faculty directives and requirements; Workloads; and Time and 
venues of PD activities. These show considerable differences between regions regarding the 
internal interactions of the PD activity and external interactions with other activities. Cross-
tabulating data about Support from families shows a greater influence on the PD uptake of the 
respondents in the North and the Centre and Western Highland compared to the Southern 
respondents. No lecturer from the South negated family influence on their PD undertaking, but 
approximately half of respondents from this region (48%) considered this factor to be highly 
influential. The remaining 52% thought that family support had a moderate or low influence on 
their PD participation (Appendix 14, Table 12). The answers of respondents from the other 
regions reflected a very different view, however. A large majority of respondents from the 
Centre and Western Highland (80%) and the North (77%) considered this factor to be extremely 
or very influential. This result might indicate that lecturers from the North and the Centre and 
Western Highland were much more influenced by families than lecturers from the South in 
terms of their PD involvement. Culturally, it is common knowledge of the Vietnamese people 
that in the North of Vietnam, parents exert considerable influence on their adult children’s 
lives. This feature is particularly apparent in extended families of three generations, which 
commonly exist in the North while less evident in the South. This cultural variation originates in 
a historical factor that the North was released from Western colonialism two decades earlier 
than the South; in addition, the North of Vietnam shares a border with China. For these 
reasons, the North is assumed to feature the Eastern culture, while the South is, to some 
extent, influenced by French and American colonial cultures. 
Similar to Support from families, data about Institution/faculty directives and requirements 
shows a similar result, respondents from the North and the Centre and Western Highland 
reported a stronger impact of the community, that is of institution/faculty managers than the 
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Southern respondents. No Southern respondent negated the impact of institution and faculty 
commands, but just around half of them (52%) reported a profound influence of this factor 
(Appendix 14, Table 13). However, senior officials’ commands made a broad difference with the 
other regions: 74% of respondents from the North and 68% from the Centre and Western 
Highland considered them to be very influential in their PD involvement. This result provides 
some evidence of a regional difference in the institutional culture, that is, lecturers from the 
North and the Centre and Western Highland were more susceptible to this informal rule than 
lecturers from the South. This difference might also be rooted in the feature of Eastern culture 
in the North and Central regions compared to American and other Western cultural influences 
in the South.  
Examining the impact of Workloads means considering the interaction between the PD activity 
and the teaching activity. Comparing between regions reveals a higher impact on the 
respondents from the South and the Centre and Western Highland than on the Northern 
respondents. Of the Centre and Western Highland and Southern respondents, 79% and 81% 
respectively reported that Workloads enormously impacted their PD uptake, compared to only 
59% of respondents from the North (Appendix 14, Table 14). More than a third of Northern 
respondents (35%) admitted a moderate degree of this influence. As the data shows, Northern 
lecturers were less affected by workloads than lecturers from two other regions. This could be 
because Northern lecturers’ workloads were intervened more effectively by faculties to 
facilitate their participation in PD courses. It could also be because PD courses offered to 
lecturers in this region were more lecturer-based; that is, they were conducted with careful 
consideration of lecturers’ work schedules. 
Data analysis shows that lecturers from the Centre and Western Highland appeared to be more 
vulnerable to the time and venues of PD courses than lecturers from the other regions. 
Approximately three fourths of respondents from this region (72%) reported that this factor 
created a dramatic impact on their attendance, compared to only 59% and 57% of respondents 
from the North and the South, respectively (Appendix 14, Table 15). As reported by the 
participants in this study, many PD courses take place in the two largest cities of Vietnam, 
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Hanoi (the North), and Ho Chi Minh City (the South), which is more convenient for lecturers 
from these two regions while greatly hindering the participation of lecturers from the Centre 
and Western Highland, which are hundreds of kilometers away. This result confirms the primary 
contradiction within the division of labor, social inequality existed in the division of PD 
resources that is training courses between regions. 
 
Table 6. 10   One-way ANOVA: Regional views about influences on lecturers’ involvement in PD 
The second level of analysis was carried out through One-way ANOVA to evaluate if the mean 
differences between the regions were statistically significant. The test output shows no 
statistical significance in the four items with noticeable percentage differences that were 
produced through the descriptive statistics (Table 6.10) as well as in the other items (Appendix 
15, Table 3). All the significance levels p > 0.05 did not satisfy the required p-value. That is, the 
differences between the regions in the views about influences on lecturers’ PD involvement 
were not statistically significant. 
This section has examined the association between regions and views about lecturer PD. The 
analysis was carried out through two levels of statistics: descriptive (crosstabulation), and 
inferential (One-way ANOVA). With respect to lecturers’ frequencies of involvement in PD, 
comparison indicated substantial percentage differences in five types of PD activities, three of 
which were confirmed by ANOVA as being of statistical significance. Crosstabulation showed 
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four noticeable percentage differences in influential factors between the regions, but the 
inferential test showed no statistical significance in these differences. Applying CHAT in 
comparing these aspects of PD between regions has produced valuable insights about the 
network of internal and external relationships, levels of contradictions, and particularly the 
social, cultural and historical factors underlying these interactions and contradictions. 
In summary, this chapter has analyzed quantitative data and reported the findings of four 
aspects of EFL lecturer PD, including respondents’ perceptions of the importance of PD, 
lecturers’ frequencies of involvement in PD, factors affecting lecturers’ involvement in PD, and 
lecturers’ PD needs. Data was analyzed through descriptive statistics that included frequencies, 
mode, crosstabulation, and inferential statistics (One-way ANOVA, Independent Samples T-
Test, assisted by Partial Eta-squared test and post hoc Tukey test). Data was simultaneously 
examined through the CHAT analytical approach for deep insights into the nature of the ELF 
lecturer PD activity, including relationships between the activity components, the interactions 
between activities, and the political, social, cultural and historical background. The findings 
presented in this chapter provide an overview of EFL lecturer PD in Vietnam through the views 
of participating EFL lecturers and academic managers. The next chapter analyzes and presents 
the qualitative data to more in-depth insights into a number of the themes identified in the 





DESCRIPTION AND ANALYSIS OF QUALITATIVE DATA 
 
This chapter deals with the qualitative data collected from five lecturer focus groups, six 
individual academic manager interviews, and the series of open-ended questions taken from 
the questionnaires. As discussed earlier in the methodology chapter, analyzing the qualitative 
data in this study involved a process of thematic coding using a combination of predetermined 
and emerging codes with the assistance of the computer program NVivo. The predetermined 
codes were based on the aspects of PD under examination while emerging codes were 
determined by the trends of the participants’ answers. First, the imported interview 
transcriptions were automatically coded by NVivo by organizing the participants’ answers 
according to the interview questions, which were designed according to the activity 
components conceptualized by CHAT, and creating parent nodes (e.g. influences on lecturers’ 
involvement in PD). Next, the text within the parent nodes was coded manually in NVivo; that 
is, the researcher went through each line of the answer collections in order to identify 
subthemes, which formed child nodes (e.g. workloads, families, genders). A codebook was 
exported after the second level of coding was completed. The data analysis was conducted 
through the second and third generations of CHAT, including the adoption of the concepts of 
activity elements, contradictions, culture and history in order to gain insights into the nature of 
PD elements, the interactions between them, and between the PD activity and its neighbouring 
activities. Foot (2014) argues that people’s social actions draw upon their cultural values and 
resources that are grounded in histories. The analysis of the elements and interactions of the 
PD activity revealed the social, cultural and historical dimensions of the activity.  
The chapter presents insights into four aspects: the participants’ perceptions of the importance 
of professional development (PD); lecturers’ expressed PD needs; influential factors in 
lecturers’ PD involvement; and institutional support and management of lecturer PD. The 
findings of this chapter address the subordinate research question: How do lecturers and 
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academic managers view lecturer PD in Vietnam? Behind the participants’ views about these 
aspects are the social, cultural and historical dimensions; for example, the female lecturers’ 
citing families as a significant impediment to their involvement in PD reflects a cultural belief 
that Vietnamese women are assumed to take the major responsibility for housework. 
Therefore, the social, cultural and historical factors illuminated by CHAT in analyzing the 
participants’ views about PD addressed the overarching research question What are the social, 
cultural and historical dimensions of the PD for EFL lecturers of non-English specialized students 
in Vietnam? The qualitative analysis of the PD activity is illustrated in the following CHAT 
diagram (Figure 7.1). 
 
Figure 7. 1 Qualitative analysis of the lecturer PD activity 
7.1. Perceptions of the Importance of PD 
As illustrated in the diagram above, examining the participants’ perceptions of the importance 
of PD involved examining the nature of the subjects (lecturers) in terms of their views about the 
roles of PD. The data shows that the participants greatly valued how important PD was to 
enhance their professional competencies. This indicates that the subjects were an active and 
dynamic element – an important factor for their success in the process of fulfilling their needs. 
Analysis reveals that the ways lecturers viewed the importance of PD disclose how PD was 
essential to them, how they were dedicated to and proactive in undertaking it. The interviewed 
lecturers all expressed a high appreciation of the importance of PD for the enhancement of 
152 
 
both their profession and institutions. This is represented in these comments of lecturers Anh 
and An:  
Anh: Extremely important. Lecturer PD is a top priority. 
An: When we perform our job time by time, we are naturally aware that PD is a necessity to 
improve our professional knowledge. PD provides us with interesting and motivating things. 
The participating managers also asserted the indispensable place of PD for lecturers and 
organizations. They said that fostering teaching staff was always a matter of primary concern to 
their faculties and institutions. However, the managers’ positive perceptions of PD were at odds 
with the lecturers’ experiences of PD, as discussed earlier in chapter 5. This is defined by 
Engestrom (1987) as a primary contradiction, i.e. problems within elements of an activity. This 
contradiction happened within the community (managers), which was created by a gap 
between their perceptions of PD and the PD practices that they made available to their staff. 
Below are the excerpts from Managers 1 and 6 regarding the importance of lecturer PD:  
Manager 1: In any profession, PD is always on the top. At the university where I work, PD always 
attracts keen interest. 
Manager 6: Very important. Many university leaders think that the focus on students is the most 
important, but in my opinion, without good lecturers, there is no good student. So PD for 
lecturers is the most important. 
Explaining the reasons for the indispensability of PD, the participating lecturers argued that PD 
helped them improve their professional competences and respond to emerging challenges, 
requirements and standards. They understood that they were working in a rapidly changing 
society where higher education is competing in the global market. This formulates the rules, i.e. 
neoliberal principles, that lecturers’ professional competencies must resonate with. In this 
cultural context, they had to seek PD if they were to go forward; otherwise, they would end up 
in the situation which was described by two participating lecturers as we “will be left behind” 
(Ha) or “will be set back” (Chi). Below are the excerpts from these two lecturers’ interviews:  
Ha: If we do not develop our profession, we will be left behind, and cannot keep up with society. 
Society is more and more developed, so we have to study to improve our capacities. 
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Chi: Working as lecturers, we must always learn more knowledge. PD in this way or that way is a 
need, it helps us become better, or we will be set back. 
It seems that increasing demands resulting from a marketized higher education field made 
lecturers feel incompetent and thus diffident about performing their jobs, and they hoped that 
PD would provide an antidote to their difficulties. Some lecturers said that PD events provided 
them with interesting innovations and offered them necessary motivation for further study, as 
lecturer An commented above. For others, PD helped them develop their professional 
confidence, “stay well informed [about their professional areas] and nurture their love for the 
job” (Hoa). 
The academic managers further explained the difficulties that lecturers were experiencing, 
thereby emphasizing the critical importance of PD. Their narrative accounts reveal a series of 
internal interactions between the subjects (lecturers) and the rules (Project 2020), and external 
interactions between the PD activity and the technology field that radically shaped lecturers’ 
actions. They argued that changes of technology produced new knowledge, which directly 
affected lecturers’ practice. Moreover, lecturers’ English competencies tended to be lost 
gradually, as they assumed, while Project 2020 was imposing a language standard of 7.0 IELTS 
on them. The managers said that lecturers’ knowledge could not be updated, and they could 
not reach the standard and perform their jobs well without engaging in various types of PD. 
Two community members, managers 3 and 2 commented upon the role of PD as follows: 
Manager 3: After having taught for a number of years, if lecturers are not retrained, their 
professional [English] competences will be gradually lost. Lecturers who are not further trained 
will not be able to teach well. 
Manager 2: Of course, it is important. It gives them new knowledge to update their expertise. 
That is necessary. 
Some managers’ comments also disclose a considerable impact of the management activity on 
lecturers’ PD processes. They insisted that proper attention to lecturer PD could help to 
improve institutions’ reputations and ensure their positions in the marketized education world 
as only lecturers with advanced professional qualifications could produce good quality training 
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and proficient students. This view can be seen in the argument made by manager 6 above and 
by manager 1 below:  
Manager 1: Paying attention to lecturer PD helps to improve the university’s position and 
reputation. Lecturers need to have good professional qualifications so as for good quality 
training. 
The findings indicate that both lecturers and academic managers greatly valued the role of PD 
for the maintenance and improvement of lecturers’ professional expertise, training quality, 
student outcomes, and institutional prestige. Although they cited different reasons undertaking 
PD, they argued convincingly for the indispensability of PD. The participants demonstrated that 
they were acutely aware of multiple effects of PD on their professions, which motivated them 
to actively engage in PD, and they were the dynamic and active subjects of the PD activity. This 
is a crucial factor contributing to the achievement of the object (enhancing professional 
competencies). The findings provide positive evidence that any provision of relevant PD 
opportunities would be welcomed by lecturers. At the same time, the findings reflect an aspect 
of the rules that significantly shapes lecturers’ actions; that is, the studious tradition of the 
Vietnamese people, a habit of desiring and valuing learning that was formed in ancient times 
and passed from generation to generation (Trâm Thị Trần, 2012). The participants’ appreciation 
of PD also illustrates lecturers’ efforts to build up themselves as moral and professional 
examples, as expected in the Vietnamese Confucian culture.   
7.2. Lecturers’ PD Needs  
Project 2020 is the major policy relating to the PD of EFL lecturers. Under this rule, lecturers 
were, on one hand, imposed a new language standard that was beyond the reach of many 
lecturers, as discussed earlier in chapter five. On the other hand, they were trained in diverse 
areas, such as language proficiency, language teaching and research methodologies, 
assessment of language learning, curriculum development, technology for language teaching, 
and leadership skills. However, Project 2020 demonstrated a poor policy formulation and 
enactment that adversely affected its results, as analyzed in the policy chapter (Chapter Five). 
Therefore, this section discusses what lecturers had been trained in and felt satisfied with, and 
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what they needed to develop further. The data was first examined to distinguish the training 
needs of the whole samples, and then lecturers’ training needs regionally, thereby offering 
insight into the social aspect of EFL lecturer PD in terms of regional allocation of training 
opportunities. In reference to the CHAT approach, enhancing professional competencies is 
regarded as lecturers’ generalized object while the examination of lecturers’ training needs 
refers to the goals of the subject’s actions, or the specific objects, such as innovative teaching 
methods or technology application, that they were in pursuit of in the short term so as to 
gradually fulfil their generalized object. 
7.2.1. Strong Desires to Develop Language Skills, Teaching and Research Methodologies 
Almost all the participating lecturers expressed a high need to be further developed in 
professional competencies. They said that although their training needs varied from time to 
time due to practical challenges, requirements and standards, they needed frequent further 
training. Lecturers Chau and Ngoc talked about lecturers’ needs as follows: 
Chau: Certainly, we want to be further trained a lot. 
Ngoc: Yes, but it depends on each lecturer’s needs. For example, when they have met the 
requirement for language competence, they need to be developed in research skills. 
It is worth mentioning that Project 2020 was signed in 2008 and has officially taken effect since 
2011. This means Project 2020, which puts a considerable emphasis on enhancing EFL teachers’ 
and lecturers’ professional competencies, had been implemented for seven years when this 
research was conducted. However, the participants’ narrative accounts show that lecturers 
needed to be further trained in all professional competences, particularly language skills, 
teaching, and research methodologies. Not all had met the language standard imposed by 
Project 2020, and many could not reach it. This historical context once again reveals serious 
primary contradictions within this rule due to its unrealistic objectives and the inferior PD tools 
provided to lecturers under this policy.  
In relation to the development of language skills, the participants suggested having a foreign 
colleague work with them in their faculty. They argued that the presence of an international 
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colleague would require all faculty members to communicate in English, creating a language-
use environment. Otherwise, their English skills would lessen over time. This suggestion 
signifies a cultural dimension that suggests Vietnamese people’s predisposition to positively 
welcome international arrivals and their desire for new, different and advanced knowledge 
from other countries. Their suggestion may also imply their belief in outsiders, who could help 
them better achieve their objects. The implication is that external experts, trainers and 
colleagues should be a vital part of the community involved in PD. The following extracts from 
interviews with lecturers Ha and Bao exemplify the need to be trained in foreign language skills. 
Ha: For most young lecturers in my faculty, language competence is a challenge that needs to be 
fostered. Teaching methods too, many lecturers are weak in combining different methods to 
make lectures attractive. 
Bao: In this local area and in the university where I work, it is necessary to have foreign lecturers 
to help lecturers to improve their language skills. That is a very important issue. Lecturers can 
often approach them and cultivate their language. My university does not often have foreign 
lecturers. Lecturers need language environment to practice. If a lecturer does not often use a 
foreign language for about two years, he/she can no longer use it fluently. 
Many participants expressed the desire to be further trained in teaching methodologies. The 
reason that they gave for their need relates to a historical factor that current teaching methods 
were much different from those they were taught in pre-service programs many years before. 
Some comments also reflect the outside influences wielded by the teaching and technology 
activities on lecturers’ needs for PD. For example, the participants argued that the changing of 
textbooks every several years due to educational reforms such as Project 2020 caused changes 
in teaching methods, as did the continuous emergence of innovations in science and 
technology. They said that only when lecturers possessed advanced teaching methodologies 
could they motivate student learning. Lecturers Bao and Chau gave the following reasons for 
lecturers needing to be trained in methodologies:  
Bao: I prioritize teaching methods. English language textbooks are changed every few years, 
causing changes in methodologies, which confuses lecturers sometimes. 
Chau: Teaching methods are now no longer as in the past. Lecturers now have to learn a lot of 
different methods. At my university, the majority of students learn English as a non-major 
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subject. They are not competent in English. They will be engaged if they are really motivated. If 
not, they just study in a way that they can pass exams. 
The participants’ reports on their needs to be further developed in language skills and teaching 
methodologies can be justified when considering the historical perspective. Many veteran 
language lecturers, who would now be in their 50s, received pre-service training in the Russian 
language in the 1980s. After the collapse of the Soviet Union in the early 1990s, these lecturers 
were sent to additional training courses in English to work as EFL lecturers. Moreover, the 
training of language teachers in 1990s featured “the structural method with a focus on 
lexicogrammar, reading and translation skills” (Hoang, 2010, p. 9). Consequently, many 
lecturers were barely competent enough to satisfy the current standard of language skills and 
employ modern language teaching methodologies. Even participating junior lecturers felt the 
need to be further developed in language skills to fulfil the standard, as they had not received a 
sufficiently good pre-service teacher training in language. This is conceptualized by Engestrom 
(1987) in the third generation of CHAT as a quaternary contradiction, i.e. a misfit between the 
central activity and its neighbouring activities. This contradiction happened between the pre-
service teacher training activity and the lecturer PD activity due to the inferior outcome of the 
former activity, resulting in ill-prepared lecturers with dire training needs to respond to 
practical requirements. In addition, the fact that Vietnamese learners of English do not often 
have environments to practice English partially justifies their incompetence in English skills 
(Hạnh, 2016b). Having access to such an environment was a key concern for participating EFL 
lecturers and academic managers. 
Lecturers’ desires to be further trained in research methodologies discloses another quaternary 
contradiction between the institutional management activity and the lecturer PD activity 
stemming from the fact that many institutions allowed lecturers to teach additional hours in 
return for fulfilling their research duties, which prevented them from further developing their 
research capacities, as described in the policy chapter (Chapter Five). With the increasing 
requirement for lecturers to do research, they felt a need for further training in this area. The 
following excerpt from a lecturer Chau’s interview illustrates this: 
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Chau: Research is a mandatory responsibility to lecturers while the majority of lecturers 
previously focused more on teaching. With increasing requirements on research, lecturers have 
to step by step learn more knowledge related to research. 
The contradictions of the lecturer PD activity with the pre-service teacher training activity and 
the institutional management activity are portrayed in Figure 7.2. 
 
Figure 7. 2 Contradictions of the PD activity with the pre-service teacher training and 
management activities 
The participants also expressed other specific needs, which are viewed through CHAT as an 
influence from the teaching activity. These include the need to enhance the knowledge of 
curriculum development. They said that developing curricula was a lecturer’s occasional duty, 
yet many of them had either not received a good training in it, or they had learnt it many years 
before during their pre-service training. Therefore, they lacked knowledge about, for example, 
how to assess the applicability of a curriculum, develop curricula, select materials, and 
determine difficulty levels. This highlights the needs for PD organizers to ensure that the 
content of PD activities reflects lecturers’ identified interests. The quotes below from lecturers 
An and Chau demonstrate this gap in lecturers’ knowledge and practical requirements: 
159 
 
An: Research skills and curriculum development skills should be fostered. For example, for the 
preparation of textbooks, how to choose materials, and how to determine a level need skills.  
Chau: Curriculum development. When participating in Project 2020, we have to build curricula 
and meet some limitations and would like to be improved. For example, how should a 
curriculum be developed? At present, we use our experience and feelings when developing 
curricula. We have not yet attended any complete courses on curriculum development. 
Therefore, it is not possible to assess the applicability of the curricula. 
Another influence of the teaching activity is reflected through some lecturers’ need to 
participate in courses in English for specific purposes (ESP), which integrate English with other 
disciplines such as information technology, technical engineering, accounting or finance. The 
participants reported that each EFL lecturer was responsible for one or more ESP curricula but 
because they had been trained in general English and English teaching only, they had 
insufficient knowledge of the other disciplines and were therefore diffident about teaching 
them. The following excerpt from the narrative of lecturer An exemplifies lecturers’ interests in 
this discipline:   
An: For example, lecturers of English for tourism, trade, etc. should be fostered in tourism, trade 
because English lecturers do not have expertise in these fields. Therefore, there is a need for 
courses to improve their understanding. 
In addition, some participants expressed needs for courses in technology application. They 
argued that because technology is widely applied in language teaching and learning, they 
needed training to keep updated, maximize their teaching effectiveness, and manage students. 
This is a confirmation of the influence wielded by the technology field on the PD activity that 
has been found earlier in this chapter. Technology influence and lecturers’ need is illustrated by 
lecturer Anh’s narrative: 
Anh: Research skills and technology applied to teaching. If I cannot catch up with technology, I 
feel flawed. If I can participate in a course on software with all templates, quiz designs, I will feel 
very fond. Students also study online now, so I need such practical things to make my lessons 
more various. 
Yamagata-Lynch (2010) identifies the object of activity as “the reason why individuals and 
groups of individuals choose to participate in an activity” (p. 17). Applying the CHAT lens to 
lecturers’ PD needs shows a variety of objects expressed by the participants, including language 
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skills, teaching and research methodologies, knowledge of curriculum development, and 
technology application. Some of these were shared by most of the participants, although there 
was some variation. Findings indicate that lecturers’ needs for PD were created internally by 
the rules (the language standard imposed by Project 2020), the tools (training courses), and 
externally by the influences of neighbouring activities: the pre-service teacher training, 
management, teaching and technology. Underlying many of these influences exist 
contradictions, cultural and historical factors, such as the unrealistic and poorly designed 
objectives of Project 2020 in part due to lack of consultation. This is compounded by the 
inferior quality of training courses, the unsatisfactory outcomes of pre-service training 
programs, and arbitrary management. These findings resonate with Sannino and Engestrom’s 
(2018) argument that human activities are a node in a grid of interwoven relationships. 
This section continues with the examination of lecturers’ training needs regionally in order to 
gain insights into the social aspect of EFL lecturer PD in terms of regional allocation of training 
opportunities.  
7.2.2. Regional Variations in Lecturer PD Needs 
The examination of lecturers’ PD needs in the regions showed several noticeable variations. The 
Northern participants reported the need for research and teaching methodologies as a result of 
the increasing requirement for lecturers to do research. Additionally, some said that they 
wanted to improve their research skills in order to deal with emerging issues in their teaching 
practice, thereby improving the quality of their teaching practice and student learning. In 
relation to teaching methodologies, the Northern participants explained that many of them 
needed to improve the ability to combine various methods in teaching. Their learners were 
non-English specialized students who mostly considered English as just a compulsory subject 
they needed to pass examinations. Students realized that English was not currently needed in 
their daily communications, but they were not aware that Vietnam is integrating rapidly 
internationally, and soon they would have to compete in a global labor market in which English 
skills are a competitive commodity. It seems that students’ perceptions of the importance of 
the English language and their attitudes towards English learning contradicted the Project 2020 
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objective to raise students’ English skills. For these reasons, lecturers said they needed to be 
knowledgeable about methodologies and pedagogies that could sustain these students’ 
interest. This is conceptualized through the CHAT lens in this study as a secondary 
contradiction, i.e. a contradiction between elements of an activity. This contradiction happened 
between the rules (Project 2020) and a community member (the students) due to the 
discrepancy between the objective of the policy and the students’ attitudes. However, 
Engeström (2008) argued that contradictions are “innovative and developmental potentials” (p. 
5), this contradiction became the subjects’ (the lecturers’) motivation to act on the object of 
improving teaching methodologies. 
The participants from the Central and Western Highland preferred courses in language skills, 
teaching methodologies and ESP. For language skills, they wanted to participate in training 
courses and daily work with English-speaking colleagues that would require them to 
communicate in English so that their language skills could be sustained. They also identified the 
need to be further trained in teaching methodologies due to the massive changes in science, 
technology, teaching materials, and student learning.  
Lecturers in the South said they needed training in research methodologies and technology 
applications. Research methodologies were especially necessary for those lecturers who were 
planning to do doctoral degrees. They also perceived the pivotal role of technology in language 
teaching and research; they needed to be competent in the increasing amount of technology 
serving teaching, learning, research and management. With so many students now applying 
technology in their studies, the lecturers would feel left behind if their technology capacities 
were not upgraded accordingly. 
Data in this study shows that these regional variations in the lecturers’ training needs may be 
attributable to three reasons: a shortage of training opportunities, the low quality of training 
courses distributed under Project 2020 policy, and the unequal allocation of the resources. 
These drawbacks are viewed through CHAT as primary contradictions inside the rules 
(inadequate provision of training opportunities under Project 2020), the tools (poor quality of 
training courses), and the division of labor (unequal allocation of training resources between 
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regions). As a consequence of the first contradiction, lecturers lacked training opportunities to 
fulfil the requirements of their roles as EFL lecturers. In relation to the second contradiction, 
lecturers across regions might be trained, but their needs were not satisfactorily addressed due 
to the inferior training quality. The third contradiction is evidenced by the abundance of 
training opportunities for lecturers in this region, in stark contrast with the paucity of 
opportunities for those in other regions. This is confirmed by the participants’ narratives that 
lecturers from inner Hanoi and Ho Chi Minh City received more training than those from other 
locations, as detailed earlier in chapter five. 
7.3. Mediating Factors in Lecturers’ PD Involvement 
According to Kuutti (1996), “Activities are not isolated units but are more like nodes in crossing 
hierarchies and networks, they are influenced by other activities and other changes in their 
environment” (p. 16). Lecturer PD, therefore, does not take place in a vacuum but in a context 
of interwoven political, social, cultural and historical relationships. This examination of 
influences on lecturers’ PD involvement uncovered the mediating effects of various factors on 
the relations of the subjects with the objects, as well as political, social, cultural and historical 
dimensions of EFL lecturer PD. The data was first analyzed to assess the general influences on 
the PD uptake across the whole sample and then to determine regional influences. These 
analyses revealed the following six themes as dominant influences on lecturers’ PD 
involvement. 
7.3.1. Workloads and Finance  
The participating lecturers were unanimous in reporting that they experienced significant 
constraints during their PD processes. Like much international research; for example, Adu and 
Okele (2017), Hartono (2016), and Samson (2013), the data in this study reveals that lecturers’ 
workloads were one of the major constraints on their PD involvement. Heavy workloads 
considerably consumed the hours they had available, causing them desperate tiredness and 
disinterest in PD engagement. This contradiction between lecturers’ PD activity and their 
teaching activity (Figure 7.3) resulted primarily from lecturers’ excessive teaching loads. 
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Analyzing the data in chapter five showed that lecturers usually taught twice, even triple as 
prescribed partly because universities often employed fewer staff than required due to the 
pursuit of efficiency savings by institutions. And partly because lecturers needed to teach 
additional hours to supplement their poor salaries. Consequently, they had no enthusiasm nor 
time to pursue any PD seriously. These comments from lecturers Lien and Tam and Manager 12 
show how lecturers were struggling with this contradiction:  
Lien: For long-term courses, it is time that matters. It is difficult to arrange professional work to 
attend courses, or the participation is interrupted. 
Tam: It is time that constrains me now due to too much teaching hours. 
Manager 12: Lecturers do not have time for PD under their heavy workloads. 
Finance was raised by many participants as another prominent barrier that limited lecturers’ 
access to PD opportunities. Not all PD courses were paid by employers, and when lecturers 
were required to share the expense, they needed to consider seriously whether they could 
afford to participate. This study offers ample evidence that the financial barrier to lecturer PD 
can be attributed to two chief reasons. Firstly, the shortage of financial resources under Project 
2020 due to the poor planning of this policy required lecturers to share the cost of PD activities 
despite their poor incomes. This shortage is considered as a primary contradiction inside the 
tools, offering limited training opportunities for lecturers throughout the sector. Besides, there 
was a potential contradiction inside the division of labor relating to the unequal allocation of 
financial resources under Project 2020 between institutions and regions. The Vietnamese 
culture of arbitrary management made this possible. This contradiction results from plentiful 
financial resources for lecturer PD in many universities and locations while a scarcity in others. 
This could be one of the major reasons why Project 2020 failed to achieve its objectives seven 
years since after implementation. Below are comments from lecturers Nhi and Van, who were 
aware of these issues: 
Nhi: Not good enough. There are many factors that influence lecturers’ participation in PD 
activities. There are PD courses that lecturers want to participate in, but due to the high cost 
while lecturers do not have any support, or because courses take place at the same time as the 
164 
 
time of lecturers’ professional work at university. Lecturers want to participate in many 
activities but encounter many barriers. 
Van: Everyone wants to do better and better, but lecturers have few opportunities to develop 
because of financial conditions.  
Concerns about finance also extended to the extra income that lecturers would lose when 
stopping classes to participate in PD courses. Lecturers’ salaries did not change when they 
participated in short training courses, but, as mentioned earlier in the policy chapter (Chapter 
Five), their low salaries required them to do extra work to afford their family lives. Attending 
courses would not only mean sharing course expenses but also missing out on this additional 
income, and so lecturers were hesitant about taking PD opportunities. This drawback 
apparently denotes social injustice relating to the fact that lecturers’ time, health and intellect 
were almost consumed by their teaching job, while their remunerations meant they could 
barely meet their daily material costs. This refers to an internal contradiction of the teaching 
activity relating to the inadequate remuneration, which forced them to supplement their 
income with additional jobs and severely limited their involvement in PD as they struggled to 
balance finance, time, health and interest. Lecturer Khanh explained these financial concerns: 
Khanh: Including opportunity costs. For example, lecturers take part in a one-month training 
course, they have to give up some classes, not simply pay for the course. Taking part in courses, 
teachers lose these opportunity costs. 
The contradictions related to workloads and finance are presented in CHAT diagram below: 
 
Figure 7. 3 Contradictions within PD activity and between teaching and PD activities 
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7.3.2. Top-down Impositions 
Top-down impositions are the written and verbal rules made by people in authority which 
influence lecturers’ PD processes. The data shows how rules impacted lecturers’ PD 
involvement. For most, the regulations on language standards, doctoral degrees and research 
duties imposed substantial obligations, adding the cultural notions of institutional power and 
hierarchy that allow leaders to make sudden, verbal orders to their inferiors, producing 
significant pressure for lecturers. Academic Manager 3 expressed this pressure as follows: 
Manager 3: Lecturers are put under pressure of the language competence standard set by the 
Ministry of Education and Training. If they cannot reach the standard, they will not be assigned 
teaching.  
Interestingly, while most of the lecturers experienced considerable tensions over these 
“regulational and cultural norms” (Engeström, 2003), others considered them as motivating 
tools to mediate their object attainment; the rules were incentives to engage in PD and address 
requirements. These lecturers seemed to accept the common institutional culture of top-down 
pressure and showed great resilience in these demanding work environments. The excerpts 
below are from lecturers Thu and Bao, who held this view: 
Thu: Motivation is sometimes top-down pressure. 
Bao: Motivation also comes from rules. For example, as required, every year lecturers have to 
achieve a number of points for research, so lecturers must participate in PD activities: writing 
articles, participating in seminars. 
7.3.3. Age 
Most of the participants in this study insisted that age greatly affected lecturers’ engagement in 
PD. They argued that younger lecturers usually showed immense enthusiasm for PD to improve 
their profession. Many young participants realized they needed to acquire more knowledge and 
skills to fill the gaps between their pre-service training and the diverse requirements of their 
teaching practices. Furthermore, they wanted to assert themselves in their profession and 
prepare themselves for a promising future. This is also the finding that emerged from the 
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quantitative data that was presented in chapter six. These comments from lecturers Duong and 
Ha exemplify this view: 
Duong: Age. I am young, so I am trying very hard to improve my profession, but many veteran 
lecturers have difficulties getting new things. 
Ha: Age also has some influence. Lecturers over 50 usually do not want to participate in 
refresher programs. Young lecturers are often very enthusiastic.  
Lecturer Ha reported that most young lecturers in her faculty needed to be trained further in 
language skills to satisfy the language standards, and in teaching methodologies in order to 
design better lessons. Ha’s view confirms the evil influence of the pre-service teacher training 
activity on the PD activity as indicated earlier in this chapter. The unsatisfactory outcome of 
pre-service teacher training programs considerably increased lecturers’ needs to be further 
trained in order to satisfy the requirements of teaching practice. Here is an extract from Ha’s 
interview: 
Ha: For most young lecturers in my faculty, language competence is a challenge that needs to be 
fostered. Teaching methods too, many lecturers are weak in combining different methods to 
make lectures attractive. 
The data reveals that veteran lecturers, particularly those who were in their 50s, seemed to be 
mostly uninterested in training courses. This may be attributed to several causes, but as 
explained by some participants, veteran lecturers often had difficulty in acquiring new 
knowledge and skills. Others argued that the language skills of veteran lecturers seemed to be 
gradually lost after many years in service, which could explain why they tended to avoid 
corporate PD events where discussion and teamwork were required. This finding supports and 
broadens understandings emerging from the quantitative data in this study. The narrative 
accounts made by lecturers Ha and Duong above and Tam below exemplify the impact of 
advanced age on PD involvement: 
Tam: PD programs organized by the US Embassy often involve team and group activities, thus 
requiring a high level of expertise from the participants. In that case, veteran people are often 
afraid of presenting a poor performance compared to their young lecturers. 
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However, the professional incompetence of many experienced lecturers can be historically 
explained by tracing back to the 1980s when the pre-service teacher training that they 
underwent was mainly in Russian, followed by an additional course in English with emphases on 
lexicogrammar, reading and translation skills, as described earlier in this chapter.  
Data also indicates that relative to males and females in other age groups, it was more 
disadvantageous for female lecturers in their childcare ages to pursue PD, even though most 
EFL lecturers in Vietnam are female and a majority of these are in their childcare ages. Of all the 
participants in this study, 85 percent were female, and 71 percent of these were between 20 
and 40 years old. This indicates that involvement in PD would have been very difficult for this 
large majority of lecturers. Managers 4 and 5 mentioned this impact: 
Manager 4: Lecturers often face … constraints. For example, to a certain age, female lecturers 
are often busy with little children. Objectively, too much workload has affected the quality of 
lecturers' PD. 
Manager 5: Lecturers have some difficulties; for example, women in childcare age, high 
professional workloads. 
7.3.4. Gender 
Interview transcripts present a cultural norm in Vietnam relating to gender, considered through 
CHAT as a primary contradiction within the rules, which significantly hampered the female 
subjects’ object-oriented processes. In Vietnam, women are assumed to take the primary 
responsibilities for housework, including looking after children. This notion is reflected in a 
popular Vietnamese saying, “Đàn ông xây nhà, đàn bà xây tổ ấm” (Men make houses, women 
make home), which means that men take the main responsibility for earning money while 
women are chiefly responsible for childcare and housework. However, while the rate of 
Vietnamese women’s participation in the labour market has dramatically increased to 
approximately 72% in 2019 (Đan, 2019), and women have made significant contributions to 
their family incomes, gender prejudices remain and ‘make home’ still remains a woman’s major 
responsibility. As a result, women are short of time and feel tired from multiple responsibilities, 
and they can rarely stay away from home overnight to attend distant training courses. Many 
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female lecturers considered this as their most significant obstacle to meaningful engagement 
with PD. Lecturers Ha and Chi and Manager 1 discussed the gender issue: 
Ha: It is partly influenced by the sex factor. It is usually more convenient for men than women to 
participate in PD activities away from home. Women are often influenced by family factors. 
Chi: Gender. Women are usually responsible for caring for their children. Meanwhile, most 
lecturers of foreign languages are women. 
Manager 1: Most of the lecturers in my faculty are female and have difficulties in their family 
conditions such as the economy and little children while they often have to stay away from 
home when attending training courses. 
As a result of these factors, many PD courses, especially those conducted in distant cities, were 
inaccessible to female lecturers. Those affected would have preferred PD courses to be 
conducted in their local areas, so that they would not need to travel long distances and stay 
away from home overnight. Lecturers Ngoc and Ha communicated their concerns: 
Ngoc: There should be training courses annually during summer holidays. If they take place in 
Hanoi and Ho Chi Minh City only, lecturers will be very difficult to participate because of 
conditions of time, finance, ... If possible, the Ministry of Education should organize them in 
localities. 
Ha: Local universities should be facilitated. Lecturers in Hanoi and Ho Chi Minh City have a lot of 
opportunities. 
One of the key findings in this study was the absence of any reference to gender equity in all 
the policy documents on PD reviewed. This reflects a primary contradiction within the rules. 
This contradiction confirms that equities were not considered in the design of PD opportunities, 
and the social issues, such as female lecturers and lecturers from outer cities having little 
training opportunity, were the inevitable consequences of this contradiction as expressed 
above by the participants. 
7.3.5. Job Commitments and Desires to Acquire New Knowledge 
Many lecturers got involved in PD not because of any impositions of required standards or 
peremptory commands, but simply because of the passion for their profession and 
commitments to student learning. For these lecturers, obstacles such as poor salaries and 
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heavy workloads could not reduce their desire for learning. For example, some said that they 
took up PD as they wanted to experience something new and challenging so they would not 
become bored and impatient. Others were inspired to involve themselves in PD because of 
their passion for the job and to improve their professionalism. These PD desires really deserve 
full support. The following excerpts from lecturers Thanh and Linh illustrate these views:  
Thanh: Sometimes I like something challenging, new and relevant to the subject. If nothing new, 
I will feel bored. 
Linh: Passion is the most potent factor. Without passion, people will be very lazy. 
The participants’ narrative accounts also indicate that many lecturers engaged in PD because of 
their conscientiousness in the job. They did not regard the developing of professional 
competences and obtaining higher academic degrees as mandatory, but rather as goals to 
strive for in order to make useful contributions to society by improving their teaching 
effectiveness and student outcomes. The following extracts from interviews with lecturers Ha, 
Nhi and Duong illustrate these goals: 
Ha: The highest motivation is to improve one's ability: language ability, teaching and research 
capacity, accumulating knowledge and experience to study at higher levels.  
Nhi: The main motivation is to improve the effectiveness of teaching and research capacity. I 
want to have research products that can be applied to reality. 
Duong: I want to train generations of students who can meet the needs of society. 
Lecturers’ decisions to engage in refresher courses were based on other aspects as well. 
Participants said that if they were fully informed of an upcoming refresher course that they 
could choose to take part in, their first concern would be the course contents and whether 
these reflected their needs or were necessary for their profession. They expressed a great 
desire and a high determination to pursue courses that addressed their needs. This view is 
illustrated by the following explanations provided by lecturers Thao, Duong and Thu: 
Thao: If the program is informed in advance, the most interesting element is the content: 
whether it is attractive, suitable for lecturers’ needs. 
Duong: Content. Whether it fits my needs, or I have the desire to have further training on it. 
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Thu: It depends on the course content. Recognizing that the course content is essential for my 
teaching, I will be ready to participate even if I have to spend a lot of money and arrange family 
affairs. If it is an essential course, I am willing to put everything off, overcome all difficulties to 
attend it. 
These comments also show that lecturers did not have full information about upcoming PD 
events, they were not prepared for the courses that they were being sent to, and they did not 
have discretion to decide whether to attend a training course. That is, lecturers’ voices were 
unheard, and their agency was not exercised in their PD, while, according to Leontyev (1981), a 
person can only be the subject of an activity when their agency is motivated towards the 
solution of a problem or purpose (i.e. the object). While lecturers’ generalized object was to 
enhance professional competencies, and their needs varied as dictated by policy and university 
practices, the lack of agency, alongside multiple barriers as described above, definitely 
lengthened the distance between the lecturers and development of their professional 
competencies. 
7.3.6. Regional Variations in Influential Factors 
The analysis of regional influences uncovered many common factors shared by all the regions, 
including workloads, professional standards, genders, finance and course contents. Across the 
regions, the participants mainly blamed their limited time for PD on their excessive amounts of 
work. The professional standards, particularly the language standard and the requirement for 
doctorates, were the most mentioned by the participants in all the regions as underlying 
reasons for their participation in PD. In respect to gender, the participants in three regions 
offered the explanation mentioned earlier that housework duties severely hindered female 
lecturers from attending training courses conducted in distant cities. However, regardless of 
regions, the financial cost of a course and whether it would address their needs were two of the 
major considerations given by the participants before they decided to take up a course.  
The data reveals some differing factors across regions that can be attributed to social and 
cultural dimensions. For example, no participants from the South mentioned age as an 
influence on lecturers’ PD uptake. Possibly age did not present difficulties for lecturers from this 
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region. This might be an indication of a cultural difference between the South and the two 
other regions, where age was culturally believed significant for either promoting or preventing 
lecturers’ further study.   
The transcripts of the Northern lecturers revealed that family considerations affected their PD 
uptake. They said that their family members did not support their full weekday teaching plus 
weekends attending refresher courses. This can be presumed to be culturally typical of the 
Northern region, where the existence of the extended family pattern of three generations 
sharing the same house is popular and parental intervention in grown-up children’s lives is 
more apparent than in the other regions of the country. Thu, a female lecturer from the North 
mentioned this factor: 
Thu: Besides teaching in class during the day, many teachers teach outside at night; therefore, 
participation in a refresher course on weekends may not be accepted by the family. For 
lecturers living with their parents, it is difficult for parents-in-law to accept that their daughter-
in-law goes out seven days a week. 
The narrative accounts of the participants from the Centre and Western Highland show that 
their PD uptake was partially affected by the power factor. They reported that their leaders’ 
verbal orders sometimes accounted for their attendance at training courses. In addition, 
students’ reflections on lecturer teaching were partly responsible for the PD engagement of 
many lecturers. While student feedback is not yet a common evaluative measure for lecturer 
performance in many public universities in Vietnam, students’ attitudes and their informal 
comments between peers regarding their lecturers’ teaching considerably impacted the 
participants’ behaviors towards PD. CHAT analysis of leader commands and student attitudes 
reveal them to be “informal rules” or “relational values” (Igira & Gregory, 2009) that occur in 
this context and considerably shaped lecturers’ actions towards the objects. Chi, a lecturer from 
the Centre and Western Highland articulated this in the following way: 
Chi: We are self-conscious to do our job well. When students evaluate lecturers A, B to teach 




7.4. Institutional Support and Management of Lecturer PD 
Various kinds of support for PD from faculties and institutions impacted lecturers’ PD 
involvement substantially. These included providing training opportunities, sponsoring 
lecturers’ PD participation, intervening in lecturers’ teaching schedules, and the institutional 
administration of lecturers’ PD performance. Through the CHAT lens these elements are 
connected with two major community members of the lecturer PD activity: faculties and 
institutions. Therefore, the examination of these community members offered insights into 
how faculties and institutions mediated the lecturers’ opportunities and challenges of PD. At 
the same time, the CHAT lens enabled an examination of the social and cultural dimensions at 
play in the institutional contexts, including power relationships between managers and 
lecturers, and how they impacted PD. This section first analyzes the conflicting views about 
institutional support for lecturer PD and then the management of lecturer PD. 
7.4.1. Conflicting Views About Institutional Support for Lecturer PD 
Questions about institutional support were raised with both groups of participants – lecturers 
and academic managers. Interestingly, the data reveals conflicting views of the lecturers and 
the academic managers. Lecturers from only one out of the five universities participating in the 
interviews felt satisfied with the support they received from their faculty and institution. 
Reflections of the lecturers from this university reveal that their institution and faculty 
favorably mediated their PD processes through, for example, offering training courses and 
trying to reduce the negative impact of neighbouring activities such as lecturers’ teaching load 
in order to make it easier for them to attend courses. Therefore, the ways lecturers attained PD 
were strongly promoted by this support. 
Lecturers Thu and Duong from this particular university described the support as follows: 
Thu: In the process of teaching, if the faculty and university are aware of what lecturers are 
weak at, they will organize short or long courses to help lecturers improve it, such as teaching 
methods, pronunciation, language proficiency ... In addition, the university also provides 
financial support for lecturers to take part in refresher courses. 
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Duong: I find my faculty and university satisfactorily facilitate lecturer PD. There were courses in 
which experts at the US Embassy were invited to give lectures. Courses were arranged at a time 
when lecturers were not too busy to participate. The faculty have even rearranged the teaching 
schedule to facilitate the lecturers to participate in courses. 
Regrettably, this favorable institutional support was not seen in most of the universities, 
creating enormous difficulties for lecturers pursuing their PD. Specifically, lecturers from the 
other four institutions expressed their discontent with the limited financial support and 
availability of PD courses. In relation to finances, these participants reported that they had 
difficulty seeking funds to support PD, mainly because of their institutions’ limited budgets, 
which were due to increasingly low student enrolments. It is worth noting that while there has 
been a steady rise in the number of HEIs in Vietnam and hence more choices of institutions for 
students, there has also been a growing number of students enrolling in vocational institutions 
(Thi, 2018) and a corresponding decrease in university enrolments. Student fees produced a 
substantial revenue for universities, the diminishing enrolments doubtless reduced institutions’ 
incomes and thus weakening the financial support for lecturer PD. The participants’ concerns 
about financial support are illustrated in the following excerpts from the interview transcripts 
of lecturers Tam and Ha: 
Tam: My university is a local university so cannot satisfactorily support lecturer PD. Funding for 
this activity is very limited. 
Ha: Our institution used to be pretty helpful: giving money for lecturers to attend conferences, 
master and doctoral programs. But this support is no longer available, things become more 
difficult due to the enrolment is not good anymore. 
However, the limited institutional funding for PD did not account reasonably for lecturers’ 
limited access to PD opportunities. Although the millions of dollars spent on Project 2020 did 
not reach many universities due to serious contradictions within the formulation and 
implementation of this policy as detailed earlier in this chapter, universities could fully meet 
lecturers’ PD needs through various ways within their limited budget, for example, by offering 
learning opportunities to staff using internal human resources. The dire lack of training 
resources decried by most of the participants demonstrates the universities’ scant attention to 
addressing lecturers’ needs for PD. While lecturers faced a shortage of training courses that 
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addressed their needs, they were sometimes sent to courses that they were not interested in. 
The lack of finance and training opportunities is viewed through the lens of CHAT as a scarcity 
of essential tools, while sending lecturers to unnecessary courses gives further confirmation of 
the institutional culture of top-down imposition that radically undermined lecturers’ autonomy 
and rights to determine their own PD. This is demonstrated in these interview excerpts of 
lecturers Minh and An: 
Minh: Not many opportunities to develop the profession. 
An: They are not really supported in the areas that they are interested in. Meanwhile, there are 
activities they send us to, we have to go but do not like them very much.  
The social and cultural dimensions of power are revealed in the relationships and perspectives 
of managers. Although the support for lecturer PD varied between universities according to the 
internal spending regulations that were devised at universities’ discretion, the participating 
managers insisted that the support that faculties and institutions offered to lecturers in their PD 
was satisfactory. The managers illustrated how lecturers were exempted from teaching duties 
by up to 100 percent, depending on the PD course which they undertook, and they were also 
entitled to financial support such as travel and tuition fees, living costs, and professional 
benefits and allowances during the times they participated in refresher courses. Extracts from 
Managers 1 and 3 demonstrate this institutional support: 
Manager 1: Basically, the faculty and institution have paid proper attention to lecturer PD over 
the past years. Lecturers participating in PD courses in work-study and full-time modes will be 
exempted from teaching duties by 50% and 100% respectively.  
Manager 3: Lecturers participating in refresher courses are entitled to a number of policies 
under internal spending regulations, such as payment for train travel. 
This level of support as detailed by managers demonstrates institutions’ careful attention to the 
development of their staff and compliance with national policies on the development of the 
teaching force. The managers’ comments also show how institutions were keen to help 
lecturers overcome the obstacles to their participation in PD. Although PD was perceived to be 
vital for the enhancement of lecturers’ professional competences and ruled as a duty, the 
participating managers reported that lecturers were usually overworked and facing formidable 
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obstacles. The faculties therefore customarily encouraged staff and facilitated their PD 
involvement. Below are comments from Managers 4, 1 and 2 regarding faculty support: 
Manager 4: The university always asks lecturers to improve their profession on site or in other 
institutions, but lecturers always have a heavy workload, so they don't have much time for PD.  
Manager 1: The faculty mainly encourages lecturers in PD but has no financial support. For 
promotion opportunities, lecturers with high degrees are prioritized.  
Manager 2: We assist, encourage and motivate lecturers. The faculty’s funding is limited. 
On the other hand, the managers’ reflections once again manifest unequal power relationships 
between managers and institutional faculties expressed through the dominance of autocratic 
leadership style in the education system in Vietnam, with multiple levels of hierarchy and 
corresponding responsibilities and powers that are designed to ensure that directives are 
cascaded, policies are implemented, and teaching practices are regulated and monitored. The 
academic managers participating in this study said that faculties were responsible for the 
implementation of national and institutional policies and directives in faculties. Faculties 
performed their responsibilities for lecturer PD by directing lecturers towards institutional 
directives, imposing requirements, assigning lecturers to participate in PD courses, and 
rescheduling teaching plans for the lecturers who were sent to courses. The ways that faculties 
performed their responsibilities for lecturer PD provided additional indications of the top-down 
imposition culture and autocratic leadership that could largely hinder lecturers’ agency towards 
a meaningful PD and potentially triggered a secondary contradiction between the lecturers and 
the managers arising from the managers’ top priority to enacting directives over lecturers as 
agents of their PD and their practical needs. The ways that faculties performed their 
responsibilities for lecturer PD is demonstrated in the following comments from Managers 6, 1 
and 5: 
Manager 6: The faculty orients lecturers to develop based on the university’s directives. 
Manager 1: The faculty is responsible for imposing PD requirements for lecturers, such as 
lecturers’ development of professional skills and language skills.  
Manager 5: The faculty reduces teaching hours for those attending courses. 
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In addition, the managers’ narrative accounts showed that faculties’ support for lecturer PD 
was performed through providing some types of PD tools such as departmental conferences, 
workshops and seminars to address lecturers’ contemporary professional issues and thereby 
improve their expertise. Managers 3 and 6 talked about the PD tools that faculties offered to 
their staff: 
Manager 3: Our faculty organizes three or four conferences every year. Contents that have been 
updated from [previous] PD courses are presented at these conferences. 
Manager 6: The faculty also has research activities and invites lecturers from Australia, the 
Philippines, Thailand and New Zealand. The faculty is responsible for connecting PhD students 
studying abroad and inviting their supervisors to organize workshops for lecturers. 
The interview data reveals some other ways that institutions impacted lecturers’ PD 
opportunities. For example, Manager 6 reported that, in addition to the compliance with 
Project 2020 policy, his university identified a major priority in lecturer development every 
year; for example, their current focus was training lecturers in the application of information 
and communication technologies in language teaching and student management. However, the 
managerialist culture in many universities posed the question of whether lecturers had any 
input in deciding what these major priorities might be. Manager 6 talked about this priority at 
his university as below: 
Manager 6: Each year the university has a major task. This year's task is to apply ICT in teaching 
…. To carry out this task, the university and faculty have held many workshops for lecturers, 
invited experts from Arizona to train lecturers about management system. 
Contrary to the lecturers’ views, it is obvious from the managers’ accounts that institutions seek 
to promote innovation and creativity in teaching and learning and are keen to show their 
commitment to the development of staff. These conflicting views could be explained by the fact 
that lecturers’ training needs were far greater than their institutions could afford, or PD events 
provided by institutions did not really address lecturers’ practical needs, rather dominant 
policies and practices belied a performative culture. 
The interviews with both groups of participants found that lecturer PD was the responsibility of 
not only the subjects (the lecturers) or any single community member; instead, it was a shared 
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duty between the subjects and several community members (managers, institutional faculties, 
the government). The supply of training opportunities was divided between three community 
members: faculties, institutions and the government (including Project 2020), while the 
expense was divided between the subjects, institutions and the government. The participants 
specified that PD events organized by faculties or institutions for their staff were usually paid by 
institutions. Since the introduction of Project 2020, the participants reported that a large 
number of workshops and training courses were provided under its policy. To participate in 
these PD events, lecturers were either fully paid by the project or sometimes asked to share 
part of the expense. However, the participants in this study could not clarify why they were 
sometimes fully sponsored but at other times shared the expense when participating in PD 
events under Project 2020 policy. This highlights the primary contradiction inside the rules 
(Project 2020) as evidenced by the ambiguity and inconsistency of funding PD activities. Below 
are two of the managers’ justifications for PD funding, which, at the same time, point to the 
disparities in funding in different universities and parts of Vietnam as analyzed earlier in this 
chapter: 
Manager 4: Funding is provided by the institution, but not much. Lecturers have to be 
responsible for part of the expenses. Funding can also come from organizations and other 
supplies, but rarely. 
Manager 5: Over the past few years, funding for PD of language lecturers has mainly come from 
Project 2020. In addition, there is a financial supply from the university. 
The participants expressed their deep concerns over social injustice in the enactment of 
lecturer PD. They felt that a group of subjects (the EFL lecturers of non-English specialized 
students) was currently marginalized in terms of their PD as they were offered few training 
opportunities compared to their colleagues of English specialized students. They called for 
more actions from the community (the faculties and institutions) so that their generalized and 
specific objects would be appropriately addressed. These actions included providing effective 
tools, e.g. lecturer exchange programs, cooperation with other educational organizations, and 
modern facilities for language teaching and learning. The participants also identified a 
quaternary contradiction between their PD activity and their teaching activity that was posed 
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mainly by lecturers’ heavy teaching loads. They thus requested faculties’ further intervention in 
their workloads so they could be wholeheartedly involved in their PD of interest. The excerpts 
below are extracted from the suggestions of Managers 10, 15 and 4: 
Manager 10: Need more networking activities for lecturers to share experiences. 
Manager 15: Invest more in teaching and learning facilities. 
Manager 4: Courses did not attract many lecturers due to many restrictions. In order to 
minimize these constraints, the university should reduce lecturers’ workloads.  
7.4.2. Management of Lecturer PD 
The participants’ narrative accounts show several ways the institutions managed lecturer PD, 
which featured arbitrariness and imposition. The division of labor relating to the formulation of 
plans for lecturer PD varied between institutions. To illustrate, in some institutions, annual 
plans for lecturer PD were designed by two community members – faculties and institutions – 
in which faculties formulated plans to develop faculty members based on the overall 
institutional plans for human resource development. In other institutions, PD plans were 
developed by the institutions only; faculties did not have their plans but simply implemented 
the plans imposed by their institutions. The participants’ comments indicate that institution 
plans placed a great emphasis on the object of training lecturers for master’s and doctoral 
degrees. The following extracts from Managers 1, 4, and 5 illustrate the institutions’ 
responsibilities for devising lecturer PD plans: 
Manager 1: Every year the faculty develops a PD plan, based on the institution’s PD plan. All 
lecturers within a certain age range are included in master and doctoral training plans. 
Manager 4: Training plans for master and doctoral degrees are provided annually by the 
university, requesting faculties to send lecturers for training to meet requirements. Generally 
speaking, retraining is mainly directed by higher authorities. Making plans and completing plans 
[by faculties] are rare. 
Manager 5: Yes. The university has five-year plans for doctoral or master training abroad. 
Domestic master’s degrees also receive support. In general, the university facilitates a lot for 
lecturers’ further study.  
179 
 
To take another example of the variety of institutional management of lecturer PD, the 
lecturers and managers from one of the five participating universities reported that their 
institution also obliged its staff to make personal annual PD plans through a technology tool 
applied by this institution to manage and assess staff PD performance. However, as mentioned 
by Manager 6 from this institution, such a structure seemed to indicate an autocratic style of 
management: 
Manager 6: Lecturers have to make annual plans and self-assess their performance. The 
university uses the KPI (Key Performance Indicators) system, in which, lecturers have to plan 
their own PD and self-assess at the end of an academic year. Then, heads of divisions and faculty 
assess lecturers. The faculty can monitor all lecturers’ fulfillment of their plans. PD activities may 
include individual ones. All of them are referred to as scores. 
In contrast, lecturers from the other four universities were not required to plan personal PD, 
and they did not have plans. At one of these four universities, Manager 5 reported that their 
faculty collected lecturer PD needs every year, which were sent to the institution for 
consideration. At another university, Manager 4 reported lecturers’ PD was heavily dependent 
on superiors’ PD plans and impositions. The following excerpts from these two managers reflect 
the ways of managing lecturer PD at their institutions: 
Manager 5: Every year, divisions collect lecturers’ needs for PD, which are sent to the faculty. It 
is then sent to the university. These needs may include long-term training courses away from 
the university or short-term training conducted on site based on the topics proposed by the 
faculty, and experts are invited to give lectures. 
Manager 4: Every year, lecturers in the faculty have to attend seminars organized by their 
divisions. Every year lecturers have to achieve a number of points in research so everyone has to 
organize a seminar. If there are PD programs in the fields which lecturers are responsible for, 
they will be sent for training. 
The participating managers reported that although institutions, faculties and/or individuals had 
PD plans, the implementation of PD plans was mostly dependent on superiors’ management 
such as MoET and the institutions which were assigned to organize PD courses. It was 
commonly reported that institutions were informed about upcoming training courses, to which 
they responded by sending their staff to attend them. This top-down imposition culture 
justified how institutions were passive in implementing their PD plans and lecturers were also 
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passive in their PD involvement. This unpalatable situation indicates an unreasonable division of 
labor between different members of the community that negatively affected the institutional 
management of lecturer PD and lecturers’ attainment of their generalized object (i.e. enhancing 
professional competencies) as well as their diverse and specific training needs. The quotes from 
Manager 4 above and manager 3 below illustrate this:     
Manager 3: We have annual plans but also depend a lot on senior authorities such as the 
Ministry of Education and Training, and regional universities. 
Lecturers Chau and Thao complained about the passivity they encountered in their PD:  
Chau: Because of the faculty's plans, individual lecturers are somewhat passive and do not have 
personal plans. 
Thao: Lecturers passively participate in training programs without any plans. Lecturers are even 
informed about a training course today and have to participate in it tomorrow. 
Unequal power relationships were also on display in the various ways that institutions assessed 
lecturers’ annual PD performances. In some institutions, lecturers were required to report their 
research products every year. In other institutions, the lecturers who participated in PD events 
such as refresher courses, workshops and conferences were required to provide their faculties 
with the documents and certificates of attendance (if awarded). No other methods for 
managing lecturers’ PD performance across institutions were reported, except through a 
software program at one of the five participating universities as mentioned earlier. Ways of 
managing lecturers’ PD performance are demonstrated in the excerpts below from Managers 2, 
5 and 4: 
Manager 2: Every year, lecturers list and report on their research works. 
Manager 5: The university requires participants to make an administrative report on their 
attendance, but no specific form of assessment is applied. Lecturers who are appointed to 
attend classes/courses have to report after completion. 
Manager 4: When participating in activities, lecturers are certified. Certificates must be 
submitted to the faculty. The faculty only manages at that level, not in detail. 
The information provided by the participants shows an ad hoc approach to the management of 
lecturer PD in HEIs that proved unsupportive and generated a wide variation in PD 
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opportunities for lecturers from those institutions; moreover, PD processes and quality became 
uncontrollable. 
The interviewees said they would prefer institutions to devise specific and explicit long- and 
short-term plans for lecturer PD. As well, the top-down regulation of, for example, who could 
participate in a training course and who could not, should be eliminated. Instead, they wanted 
PD opportunities and funds to be allocated equally and transparently among lecturers. Such 
changes would enlighten lecturers about the importance of PD support and stimulate their 
willingness to participate. Below are suggestions from lecturers Thu and Anh:  
Thu: Long-term plans are needed for lecturers to be trained effectively. 
Anh: Opportunities must be equal for people, it must not be the self-determination of an 
individual or an imposition from the top: choose who to participate in it and who cannot. It must 
be a willingness. Only with willingness, people can work the best. No force can be imposed for 
any reason.  
In summary, this chapter has presented findings that emerged from qualitative data. Lecturers’ 
and academic managers’ views about four dimensions of lecturer PD were analyzed and 
reported. These included perceptions of the importance of PD, lecturers’ PD needs, influences 
on lecturers’ PD involvement, and institutional support and management of lecturer PD. The 
analysis of the activity of PD and an examination of the key components within this system 
yielded insight into social, cultural and historical dimensions of lecturer PD and revealed levels 
of contradictions within the lecturer PD activity and between the activity and neighbouring 
activities, which included pre-service teacher training activity, management activity, teaching 
activity and technology activity. The next chapter further analyzes and discusses the major 







This chapter starts with a brief overview of the study before synthesizing and discussing the 
findings from the quantitative and qualitative data and, through the lens of Cultural-Historical 
Activity Theory (CHAT) framework, critically examining these in the context of existing theory 
and research. The focus of the discussion is on four recurring themes, which emerged in the 
findings: lecturers as model ethical and knowledgeable individuals; lecturer agency; lecturers’ 
access to professional development (PD); and impacts of the Neoliberal agenda on lecturers’ 
work. The discussion of these four themes will help to elucidate the political, social, cultural and 
historical dimensions mediating EFL lecturer PD activity in Vietnam. 
PD for EFL teachers and lecturers in Vietnam is conducted countrywide. It has drawn great 
interest from stakeholders and the public over the past decade, particularly since the 
Government initiated the National Foreign Language 2020 Project. However, the literature 
shows that this activity has been under-examined, particularly from regional and national 
perspectives.  
PD, like other human activities, may be conceptualized as one of a number of activity systems 
that are “increasingly interconnected and interdependent” as a node in a grid of interwoven 
relationships (Sannino & Engeström, 2018, p. 46), which, if adequately decoded, can help to 
uncover these relationships. This argument guided the direction of this study as it attempted to 
answer the overarching research question:  
What are the political, social, cultural and historical dimensions of PD for EFL lecturers of 
non-English specialized students in Vietnam?  
This question was further examined through two sub-questions:  
How and in what ways does Vietnamese Government policy shape lecturer PD?  
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How do lecturers and academic managers view lecturer PD in Vietnam?  
The study was theoretically framed by CHAT and employed a sequential mixed-methods 
approach. Two types of data – quantitative and qualitative – were collected through three 
instruments: questionnaires; focus groups and individual interviews; alongside analyses of 
relevant national policy documents. Participants included EFL lecturers and academic managers 
from 14 public universities located in various regions of Vietnam. The quantitative data analysis 
was performed through descriptive and inferential statistics with the assistance of IBM SPSS 
Statistics 25; the qualitative data was analyzed thematically with the assistance of NVivo 12; 
and policy document analysis employed Ball’s (1993) policy analysis framework. Salient themes 
emerging from these sources of data are examined critically in the next sections in the context 
of relevant literature. 
8.1. Lecturers as Model Ethical and Knowledgeable Individuals 
One of the key findings obtained through both quantitative and qualitative data in this study is 
that the lecturers greatly valued PD and expressed an unstinting desire for acquiring new 
knowledge. They were also keen to model exemplary and ethical conduct in their professional 
practice. This was despite the enormous difficulties they faced as a result of a combination of 
being subjected to an authoritarian style of leadership, heavy workloads and poor salaries. 
Against this backdrop, a close examination of the cultural and historical conceptions of 
education and the place of educators in Vietnam may help elucidate the inherent tensions and 
contradictions within and between EFL lecturer PD activities identified in this study. In 
Vietnamese culture, those who work as teachers and lecturers are expected to be exemplars 
for students, novice colleagues and the wider community; in other words, they should be both 
ethical and knowledgeable. This cultural norm can be traced to the Confucian influence on 
education in Vietnam (Lư, 2017; H. L. Pham & Fry, 2004). Confucianism, which originated in 
ancient China as far back as 500 BC, views teachers as teachers as holders of the highest 
standards of knowledge and morality. Accordingly, teachers (and lecturers) must perform as 
good role models in their actions, speech and lifestyles; otherwise, students cannot put their 
faith in them and follow their teachings (Lư, 2017). Confucianism was introduced to Vietnam as 
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a consequence of nearly a thousand years of Chinese domination from 111 BC to 938 AD (Lư, 
2017). Scholars suggest that this influence has impacted the prominence and importance of 
learning for Vietnamese people and their respect for what is considered a very noble 
profession.  
Traditionally, Vietnamese intellectuals would usually work as teachers, and parents would 
prefer their daughters to marry educated men rather than wealthy landlords (H. L. Pham & Fry, 
2004). People often say “Không thầy đố mày làm nên” (without teachers, you cannot do 
anything) as a way of acknowledging the eminence of teachers. Although Snoek (2010) 
contends that “all over the world expectations towards teachers and their professionalism are 
high” (p. 8), the Vietnamese people’s esteem for teachers and lecturers appears to exceed such 
expectations of teacher professionalism, which is defined by Carr (2000) as “the acquisition and 
practice of a range of skills of pedagogy and management in a contractually defined framework 
of professional responsibilities and obligations” (p. 14). This cultural discourse impacts 
lecturers’ practices, including their PD, which are “shaped by and draw upon their cultural 
values and resources” (Foot, 2014, p. 3). Tran’s (2016) study into PD of EFL teacher educators in 
Vietnam concludes that there is a strong link between cultural values and lecturers’ sense of 
professional identity. 
As exemplary ethical and knowledgeable individuals, teachers and lecturers are required to 
meet not only the public’s cultural expectations but also those expressed in national policies 
which are all conceptualized in CHAT terms as the rules. For example, the Higher Education (HE) 
Law (2012) requires lecturers to meet a range of personal attributes and professional standards 
(e.g. a clear identity, good personal qualities, master’s or doctoral degree). The 2013 national 
regulations on lecturer PD prescribe five areas of knowledge in which lecturers are to be 
trained: general knowledge, professional expertise (e.g. teaching and research methods, foreign 
languages, information technology); ethical values; political awareness; and professional 
conscience. Analysis of participating lecturers’ views about the importance of PD and what 
influences their participation reveals that being good exemplars of ethical conduct and being 
knowledgeable became the primary goals in lecturers’ pursuits of PD, particularly improving 
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their professional expertise, capacities and qualities; and building a culture of respect for 
learning. The ethical values and knowledge that are culturally and legislatively expected of 
teachers and lecturers in the Vietnamese context are captured in Carr (2000) definition of 
professions as “involving a theoretically as well as practically grounded expertise” (p. 23), but 
this “cannot be sufficient for fitness to practice” (p. 24), as a professional with proper and 
adequate theoretical knowledge and skills may still behave inappropriately towards his or her 
students due to a lack of appropriate behaviors, attitudes or motives, that is, the minimum 
professional and ethical standards that teachers and lecturers are expected to have. Carr 
proposes that “a good professional has also to be someone who possesses, in addition to 
specified theoretical or technical expertise, a range of distinctly moral attitudes, values and 
motives” (p. 25) to elevate students’ interests and needs above self-interest, and this 
appreciation of the ethical “must lie at the heart of any professional understanding and 
deliberation worthy of the name” (p. 28). Some of these rules, such as people’s passionate 
interest in learning and respect for lecturers, may promote lecturers’ actions towards the 
object of enhancing their professional competencies, while other rules, such as cultural 
expectations and legislative requirements of lecturers’ personal attributes and expertise, may 
constrain their actions or generate tensions because they have to make lifelong and sometimes 
futile endeavors to achieve them. An example of this is the requirement to achieve IELTS 7.0 or 
to gain a doctoral degree, which many participants in this study stated were beyond their 
reach.  
One of the advantages of interviews over questionnaires is the opportunities they offer to 
researchers to deepen their understanding of salient issues surrounding the topic of 
investigation. The interviewees in this study, who were asked to justify their claim about the 
critical importance of PD, reported that PD gave them access to the latest educational, scientific 
and technological innovations, updated their professional knowledge, nurtured their love for 
the job, and improved their professional confidence. This finding is supported by H. T. T. Tran 
(2016), who suggests that PD is pivotal to achieving tài (talent) and đức (morality) as well as 
gaining professional prestige. In Vietnamese language, tài and đức are concepts that are used 
to refer to knowledge and ethics respectively. My study suggests that there is an intimate 
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association between lecturers’ attitudes towards PD and the cultural and legislative 
expectations of their personal attributes and professional standards, that is, the ways the 
historical, cultural and political contexts expect lecturers to be model ethical and 
knowledgeable individuals. In other words, the subjects’ actions are significantly shaped and 
regulated by the rules (Foot, 2014), and cultural dimensions which include explicit cultural 
values and formal policies.  
Examining lecturers’ perceptions of the roles of PD in my study shows that the participating 
Vietnamese lecturers expected PD to help them develop personally and professionally as model 
ethical and knowledgeable individuals. This finding marks a notable difference from 
international findings (Asmari, 2016; Mohan, Lingam and Chand, 2017), which show that 
teachers and lecturers in other contexts primarily linked the roles of PD to the enhancement of 
professional expertise. For example, Asmari (2016) investigated tertiary English language 
teachers’ perceptions and practices of PD in Saudi Arabia and found that teachers engaged in 
PD to improve teaching practice and be “challenged to think creatively and critically as a learner 
as well as a teacher … energized and affirmed to set goals in pursuit of teaching excellence [to 
gain] new ideas to try out in the class” (p. 120). In a similar study with Fijian school teachers, 
Mohan et al. (2017) argued, “PD is needed to sustain the changes made to their teaching 
practice” (p. 28).  
However, Vietnamese EFL lecturers’ processes of enhancing the required personal and 
professional qualities were not favorably mediated by diverse influences inside and outside the 
PD activity. Their attempts to achieve the laudable Confucian ideals of ethics and knowledge 
were fraught with tensions, contradictions and uncertainties. Evidence in this study suggests 
that lecturers not only fell short of Vietnamese social and political expectations but also 
struggled to respond to them. This can be exemplified by a range of secondary contradictions 
between the lecturers and the rules and the objects because policies did not take lecturers’ 
capacities and conditions into consideration and imposed many requirements, such as language 
standards and academic degrees, that are beyond the reach of many lecturers.  
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From the cultural perspective, the fact that 66% of respondents participated in PD as a way to 
build up a learning culture among their colleagues and students may reflect their desire to set 
examples for their students and the wider community. An interesting finding from this study is 
that the attempts to set examples of learning varied according to lecturers’ ages, with junior 
lecturers more enthusiastic about participating in PD than experienced lecturers. As lecturer Ha 
said, “Lecturers in their 50s usually do not want to participate in refresher programs. Young 
lecturers are often very enthusiastic.” This qualitative result is congruent with the quantitative 
data, which revealed that junior lecturers signaled genuine willingness to undertake various 
types of PD, especially collective activities, while experienced lecturers seemed to avoid 
collective activities and show little enthusiasm for PD in general. This echoes the findings in 
other studies of correlations between age variations and enthusiasm for PD (Bayindir, 2009; 
Özer & Beycioglu, 2010; H. T. T. Tran, 2016).  
Historically in Vietnam, veteran lecturers, especially those who were in their 50s, received pre-
service teacher training in the 1980s and early 1990s that did not support them in developing 
learners’ listening and speaking skills (Hoang, 2010) while modern refresher courses involve 
more group work and team work, which require participants to show these skills. As a result, 
the veteran lecturers’ limited language skills might challenge how they see themselves as 
knowledgeable individuals. In addition, it is likely that experienced lecturers are usually those 
who have been granted tenure with high remuneration, which might demotivate their 
involvement in PD, while the novices require further study to achieve tenure and salary 
increments. This claim is supported by the Asian Development Bank’s (ADB, 2017) report that 
the majority of Nepalese teachers are not motivated to participate in PD due to the fact that 
“teachers have security of tenure” (p. 116). ADB therefore recommends shortening job tenure 
and introducing a performance-based tenure system. This recommendation for deregulation 
and casualization of labor is an example of the influence of Neoliberalism. 
While cultural and legislative expectations of lecturers as model ethical and knowledgeable 
individuals seem to have a significant impact on motivation for lecturers’ involvement in PD, 
lecturer agency is also a prominent theme in this study. Agency refers to the space in which 
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lecturers feel that they have a sense of autonomy and can exercise their own initiatives to 
accomplish their identified objectives. The relevance of lecturer agency to the historical, social, 
cultural and political landscapes of lecturer PD in Vietnam is discussed in the next section. 
8.2. Lecturer Agency 
Teacher and lecturer agency are frequent topics in worldwide educational studies; however, 
the concept of agency in the field has only been vaguely defined. H.T.M. Nguyen and Bui (2016) 
refer to agency as initiating changes rather than passively following them. Hamid and Nguyen 
(2016) mention agency in the sense of “contextually mediated capacity to act freely” (p. 32). 
The findings of this study raise the question as to whether lecturers were the genuine subjects 
of the PD activity as the study findings reveal a series of issues concerning lecturers’ 
powerlessness to act at national, institutional and individual levels. Therefore, in this study, 
agency is conceptualized as the extent to which national and institutional policies consider 
lecturers as change agents and produce space for their autonomy, as well as how they exercise 
their initiatives to produce change.  
At the macro level of national policies, this study shows a primary contradiction within the rules 
relating to unachievable targets set in Project 2020. Practical considerations are absent from 
policy formulation, as demonstrated by the establishment of the language standard for 
lecturers without consultation with them. Therefore, the secondary contradiction generated 
between the lecturers and the language standard is a consequence of a failure to involve them 
in policy decision-making. Participants in both groups (lecturers and academic managers) were 
almost unanimous in reporting that the unrealistic language standard of 7.0 IELTS that lecturers 
were obliged to meet placed them under constant pressure, as reflected in this excerpt from a 
participating manager, “The biggest challenge is the language standard set for lecturers”. This is 
also the finding presented by K. An (2018), Dương (2014), and Linh (2016). I fully support C. V. 
Le (2018), H.T.M. Nguyen and Bui (2016), and V.-T. Nguyen (2018) in arguing that this approach 
to  policy formulation reflects a heavy top-down imposition or a culture of autocratic 
management, which seriously undermines lecturers’ roles as change agents. H. T. T. Tran (2016) 
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adds that top-down policies are an Asian cultural feature and a crucial challenge for institutions 
and lecturers in the context of Vietnam.     
The enactment of Project 2020 revealed significant issues that challenged lecturer agency and 
highlighted a primary contradiction within the community of program designers and course 
organizers. Looking at the data through the analytical lens of CHAT indicates that training 
courses, the principal tool employed by Project 2020 to attain its objectives, rarely considered 
lecturers’ prior knowledge, needs and current teaching practices. Instead, training contents 
were imposed ‘top-down’, which significantly reduced the mediating effect of this tool on 
lecturers’ object-oriented processes (Hạnh, 2016a; H. Phương, 2016). Further drawbacks of 
training courses, including untimely scheduling, short notice, and top-down decisions on who 
would participate in courses (Nguyễn, 2016), greatly hindered lecturers’ participation. This 
consequently limited the space for lecturers’ discretion and posed a secondary contradiction 
between the subjects (lecturers) and the tools and artefacts (training courses) and their ability 
to meet the needs and desires of the individuals and the institutions. The following comment 
from lecturer Tam is representative of the complaints made by lecturers; it shows their sharp 
disagreements and views about the courses offered by Project 2020: “I don’t find I’m satisfied 
with the effectiveness of the courses under Project 2020 because it is almost impossible to 
apply what we learnt.” These contradictions are graphically illustrated in the CHAT model 
shown in Figure 8.1.  
 
Figure 8. 1 Contradictions within Project 2020, within program designers and course 
organizers, between lecturers and training courses and the language standard 
190 
 
The contradictions within the rules and the community demonstrate an arbitrary political 
system with internal disconnectedness at the national level, which considerably limited 
lecturers’ agency when making decisions about courses and reducing the efficiency of the 
system with adverse effects on lecturers’ performance. This finding is comparable to the result 
of another study in the Vietnamese EFL context conducted by V.T. Nguyen and Mai (2015), who 
indicated that the lack of collaboration between forces generated interwoven challenges for 
EFL teachers in the development of their English proficiency. As a result of these multiple 
contradictions within the PD activity, some recent national policies (e.g. the replacement 
policies for Project 2020 and Project 911) saw the adjustment of many objectives, which is 
defined by Engestrom (2001) as an expansive transformation that is “accomplished when the 
object and motive of the activity are reconceptualized to embrace more possibilities” (p. 137). 
Transformation, in this context, gives some hope for greater autonomy as EFL lecturers may 
become more actively involved in decision-making in the future. 
Faculties and institutions can be seen as the community members that take a dominant role in 
mediating lecturers’ actions towards their objects. The data indicates that the policy and 
management of lecturer PD at the meso level – the institutional level – are issues that challenge 
the role of lecturers as the authors of their PD. The qualitative findings show that annual plans 
for lecturer PD were drawn up by institutions and/or faculties. Participating lecturers and 
managers from four out of the five universities reported that lecturers were not obliged to 
make their individual PD plans and were solely dependent on their superiors’ plans. Another 
finding is that as a method of discharging their responsibilities for lecturer PD, faculties directed 
lecturers towards institutional directives, imposed requirements on them, and assigned them 
to participate in particular PD courses. This led to lecturers sometimes being sent to courses 
that were inappropriate for their needs and practices. These qualitative findings closely match 
the quantitative findings, which show that 67% of respondents were radically affected by 
implicit and unwritten institutional rules, such as leaders’ immediate and oral orders; 78% were 
heavily influenced by leader support; and 73% were dramatically impacted by institutional 
policies. This manner of management shows an adverse mediating effect of these major 
community members (faculty and institution leaders) on lecturers’ PD processes. As 
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communicated by lecturer Thao, ‘Lecturers passively participate in training programs without 
any plans. Lecturers are even informed about a training course today and have to participate in 
it tomorrow’. Similar to the national level, the institutional management of lecturer PD suggests 
a culture of arbitrary leadership that questions the lecturers’ role as the subjects of the PD 
activity and disregards their agency. 
In relation to lecturer PD agency, H. T. T. Tran (2016) reports that lecturers sometimes resist 
refresher courses that do not correspond to their professional needs; that is, they protested the 
imposition of these courses and fought for their agency. My study did not record data about 
lecturers’ refusals to attend courses that did not address their needs. This might reflect a 
difference in the attitude towards agency between the two study populations in the 
Vietnamese context: lecturers of English-specialized students in Tran’s (2016) study, and 
lecturers of non-English specialized students in my study. However, this may not be a common 
case in Vietnam because Vietnamese workplace culture features the obedience of the 
subordinate to the superior. My study recorded a regional variation in the influence of the 
meso level on lecturer PD agency. The PD uptake of the lecturers in the North and the Centre 
and Western Highland was more directed by leaders than that of the lecturers in the South. 
This variation might be attributed to the cultural difference between the regions. Historically, 
the North and part of the Centre and Western Highland gained independence from Western 
colonists decades earlier than the South, and the North shares a border with influential China. 
Therefore, the North is assumed to feature more of the Eastern Asian culture (N. D. Pham, 
2005), in which “centralization is popular, subordinates expect to be told what to do” (Hofstede 
Insights, 2019a), while the South is thought to be partly influenced by American and French 
colonial cultures (Q. T. N. Nguyen, 2016), in which written rules presumably apply to everyone, 
and “hierarchy is established for convenience, [and] superiors are accessible” (Hofstede 
Insights, 2019b). This might account for the Northern lecturers’ autonomy being more limited 
than their Southern colleagues. 
In arguing against the culture of arbitrary management, Ha (2013), who examined a model of 
PD for EFL lecturers at a Teachers’ College in north-eastern Vietnam, pointed out that while 
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top-down impositions are “intrinsically defective” (p. 15), such an approach has the potential 
for succeeding in collectivist, power-oriented cultures like Vietnam. My data suggest that top-
down impositions have oppressive effects that limit lecturers’ power to decide and to act on 
their own behalf and significantly reduces operational efficiency. Busher (2006) puts it this way: 
“If teachers do not own innovations but are simply required to implement externally imposed 
changes, they are likely to do so without enthusiasm, leading to possible failure” (p. 46). One of 
the five criteria of professionalism proposed by Carr (2000) includes “professional practitioners 
require a high degree of individual autonomy – independence of judgement – for effective 
practice” (p. 23). It may be concluded then that the manner of organizing and managing 
lecturer PD at national and institutional levels in Vietnam, irrespective of lecturer agency and 
autonomy, seriously violates the criteria of professionalism for effective practice.  
At the micro level, while lecturers demonstrated they were the active and dynamic subjects of 
the PD activity, they were fully conscious of the growing demands placed on them, and they 
appeared to be confident as change agents who actively managed to achieve requisite 
professional standards. As one of the managers said, “Everyone feels the need for PD, they 
desire and attempt to develop their profession.” This comment is representative of lecturers’ 
attitudes towards PD. The participants emphatically demanded to use their own discretion and 
expressed their confidence to act as change agents, as demonstrated in this excerpt from 
lecturer Thanh: “It would probably be more effective if they gave us money and asked us to 
show them a certificate of IELTS 6.5–7.0 after a period”.  
Thanh’s desire for greater choice of PD activities may explain the importance of self-study 
among the lecturers who took part in this study. The quantitative data indicate that 86% of 
respondents were frequently involved in self-study. This result reflects the Vietnamese people’s 
tradition of studiousness and lecturers’ attempts to present themselves as examples of ethical 
and knowledgeable individuals, while at the same time demonstrating that lecturers exercised 
their agency in developing their own professional expertise, even though they could not rely on 
external PD resources offered at the meso and macro levels. This finding supports those of 
previous studies. For example, H.T.M. Nguyen and Bui (2016), in their study of teachers’ agency 
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and the enactment of educational reform in Vietnam, concluded that “teachers are highly 
capable of exercising their agency as comprehensive policy implementers” (p. 88). Hamid and 
Nguyen (2016), who examined language policy and planning of several Asian countries, also 
notice that English language teachers “exercise their agency to meet changing demands of 
English proficiency” (p. 26).  
Agency is of special significance in considering activity. Igira and Gregory (2009) argue that a 
participant is regarded as the subject of activity when his or her “agency is motivated towards 
the solution of a problem or purpose” (p. 438). Engeström (2014) refers to “processes of 
learning as processes of formation of agency” (p. xix). In this sense, if lecturers are not given 
adequate opportunities to mediate their involvement in PD at their discretion and instead are 
merely told what to do, their agency is not valued and their roles as the subjects of PD activity 
and their object-oriented processes as learning processes are called into question. 
Lecturers’ agency in PD is associated with their access to it. In a context where agency is valued, 
it is likely that lecturers will have more rights and opportunities to involve themselves in PD. 
Lecturers’ access to PD is also affected by other factors, such as workloads, family 
commitments, financial conditions, the availability of other resources, and gender. This study 
revealed that lecturers’ access to PD is mediated by political, social, cultural and historical 
landscapes, which are discussed in the next section. 
8.3. Lecturers’ Access to PD 
The data analysis shows multiple findings concerning lecturers’ opportunities and rights to 
become involved in PD processes, and those of female lecturers in particular. This was mostly a 
result of the mediating effects of and the interactions between the elements within the PD 
activity, including the rules (Decision 911, Project 2020, and some cultural beliefs), and the 
community (Decision 911 and Project 2020 policy makers and enactors). Some mediating 




In relation to the rules, Decision 911, which was initiated in 2010 by the Government as a tool 
to assist lecturers’ attempts to obtain doctorates, set an ambitious target of training 23,000 
lecturers for doctoral degrees by 2020. However, as Ball (1993) has suggested, “there are real 
struggles over the interpretation and enactment of policies” (p. 15), several studies and reports 
indicated that Decision 911 policy was so poorly formulated and enacted that it had attracted 
only around 4,000 candidates by 2016, when it was cancelled (Hà, 2018; Huê, 2017; Minh, 
2018). My data shows that completing doctoral studies was the top priority of a vast majority of 
lecturers and universities, but this policy did not reach all of them because many never heard 
about Decision 911. The drawbacks of this policy reflect primary contradictions within the rules 
(Decision 911) and within the community (Decision 911 makers and enactors), which 
considerably limited the subjects’ (lecturers and academic managers) access to the tools 
(doctorate training opportunities) offered by this policy. This study suggests that the 
contradictions related to Decision 911, as with Project 2020 mentioned earlier, confirm both 
the arbitrary nature of the national political system and the profound disjuncture between its 
units. These significantly diminished the system’s performance, including lecturers’ access to 
this policy, and consequently the goal of attaining doctoral degrees. 
Also with reference to national policy, the data shows a quaternary contradiction between the 
PD activity and the teaching activity associated with lecturers’ poor salaries, leading to a series 
of social issues and creating financial hardship. For example, lecturers were discouraged from 
studying further, they had to take various additional jobs to support their families (Hà, 2017; 
Thanh, 2017), while their involvement in extra jobs considerably limited their time and ruined 
their health, thereby preventing them from seriously involving themselves in any PD. As 
lecturer Thu commented, “Besides teaching in class during the day, many lecturers teach 
outside at night.” This illustrates how lecturers struggle as a result of their low remunerations. 
Similarly, Huynh (2016), who investigated Vietnamese lecturers’ research capacity, found that 
“payment was a barrier to encouraging academics to upgrade their qualifications and to engage 
in research activities” (p. 97). It is evident that there exists a primary contradiction within the 
rules relating to the fact that lecturers are culturally and legislatively expected to present as 
ethical and knowledgeable model individuals while the salary policy does not reflect this. 
195 
 
Phothongsunan (2018) reports that salaries of EFL lecturers in Thailand were also rather low 
compared to those of other higher education professions. However, in contrast to my finding, 
Phothongsunan discovered that Thai lecturers’ low salaries became their motivation to study 
further to achieve remuneration increments. According to Thai policy, lecturers gain a 
significant salary increment for qualification upgrades. In Vietnam, however, where lecturers 
also get a payment increase for upgrades of academic degrees and job titles, the increment is 
not enough to encourage further study and thus improve their incomes so that they can reduce 
their additional jobs, which in turn would give them the increased time and better health to 
access more PD.  
The participants’ views about their major PD tools (refresher courses under Project 2020) also 
revealed numerous primary and secondary contradictions of the PD activity underpinned by 
social issues that seriously affected their access to PD. Refresher courses are the major tools 
employed by Project 2020 to meet its objectives. However, this study found two primary 
contradictions within two elements of the PD activity: the tools (refresher courses) and the 
division of labor (the allocation of refresher courses). The former contradiction was connected 
mainly with the inappropriateness of various aspects of this tool, that is the contents, methods, 
time, duration, venues and trainers’ expertise of refresher courses were inadequate. This 
finding is similar to the finding obtained by earlier research into the training courses offered by 
Project 2020, including Vu and Pham (2014), H. P. Bui (2016) and N. T. H. Nguyen (2018). It is 
argued in this study that this contradiction is the result of the current political, social and 
cultural Vietnamese context, which has been characterized by performativity, autocratic 
management, and wider social injustice. Such injustice was observed in the allocation of 
refresher courses. The survey results showed that only 34% of respondents frequently took up 
this tool. This result is in line with the qualitative results, which indicate that some lecturers 
gained good access to refresher courses, while many others had minimal or no access. The 
reason for this unequal access, as pointed out by Hồng (2017), was because further training and 
development of teaching staff were not paid equal attention throughout the system. My study 
found that this inequality existed at three levels: individual, institutional, and regional. At the 
individual level, the participants reported that novice lecturers had less access to PD 
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opportunities relative to their experienced colleagues. This is also the finding obtained by H. T. 
T. Tran (2016). Evidently, there is vagueness, obscurity and arbitrariness relating to the 
allocation of training opportunities within faculties, in which personal relationships and power 
were reported to dominate.  
At the institutional level, unequal access is illustrated by the finding that nearly half of the 
Southern respondents frequently participated in short, direct courses and online programs, 
while a fourth from this region had never attended any courses. This suggests that lecturers at 
universities in cities participated in more training opportunities than those at universities 
distant from the cities. D.T.T. Nguyen (2018) claims that the disadvantages that lecturers 
experienced due to their rural locations outweighed the advantages that they received from 
Project 2020.  
At the regional level, the data shows that training opportunities offered to lecturers from the 
Centre and Western Highland were much fewer than to those from the South. Many refresher 
courses were organized in large cities, such as Hanoi (North) and Ho Chi Minh City (South), 
which limited access for lecturers from the Centre and Western Highland and posed significant 
disadvantages and inequities across the regions. Lecturers’ access was also limited because 
they were usually informed about courses just prior to them happening. A participating 
manager reflected, “We have annual plans but also depend a lot on senior authorities”, 
meaning that while their institutions and/or faculties had plans for lecturer PD, they also 
needed to respond to PD activities organized by MoET and authorized PD organizers that were 
not included in their plans. This may explain why institutions passively sent staff to courses, 
which also hindered lecturers’ PD opportunities considerably. 
Connell (2005), in a study into work/life balance, gender equity and social change across 
contexts, points out that “there are now widespread indications of stress, anxiety and social 
conflict focused around the relationship between the family and the labor market” (p. 372). 
Indeed, family, including family commitments and the intervention of family members in 
professional affairs, is indicated as another factor that substantially impacted the participating 
lecturers’ access to PD. The quantitative results show that the PD undertakings of 71% of 
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respondents were largely affected by families, thus demonstrating that a community member 
(families) may not necessarily share lecturers’ professional objects but dramatically shape their 
object-oriented processes. Family commitments as a constraint on educators’ PD engagement 
were also found by Badri et al. (2016), Bayar (2013), and H. T. T. Tran (2016). In my study both 
quantitative and qualitative data shows that the impact of families varied between regions. 
Specifically, families were a more severe constraint on PD access of lecturers from the North 
and the Centre and Western Highland than lecturers from the South, as illustrated in this 
excerpt from a Northern lecturer, Thu: “It is difficult for parents-in-law to accept that their 
daughter-in-law goes out seven days a week”. This variation might stem from cultural 
differences between the regions as a result of their varied histories of foreign colonialism and 
other indications of the East Asian culture within institutions. Within families, this culture has 
the feature that housework and childcare belong mainly to women (ESCAP, 2015). In addition, 
in extended families of three or more generations who share the same house, parents still tend 
to influence their adult children’s activities.  
The features just described illustrate the distinction between regions and the uneven regional 
impact of families on lecturer access to PD. As presented, family may be seen as a factor in 
lecturer PD that is historically specific and culturally bound. For Connell (2005, 2012), an 
indication of Neoliberalism in work environments is how overtime and shiftwork “often take 
priority over family life” (2005, p. 377), and “the immense emphasis on competition ... 
produce[s] a long-hours culture that is destructive of family life, and tension and rivalry as 
normal expectations of working life” (2012, p. 4). 
This study revealed severe gender inequality skewed against women EFL lecturers in Vietnam, 
who make up the massive majority of the tertiary EFL teaching force. My study shows that the 
participating female lecturers had more restricted access to PD than their male colleagues. 
Where and when PD events took place mattered a lot more to these women than to the men, 
which is shown to be statistically significant by the Independent Samples T-Test output. 
However, literature does not reveal research that investigates this topic in Vietnam. In the 
world, few studies have considered the connection between gender and PD in non-English 
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speaking countries. In its cross-country study on teachers of lower secondary education and the 
principals of their schools, the Organisation for Economic Co-Operation and Development 
(OECD, 2009) found that female teachers were more likely to request more PD than male 
teachers. Sipitanou and Kiriatzakou (2012), researching the PD of school teachers in Greece, 
concluded that being more effective in teaching duties was the primary motivation of female 
teachers for professional growth, while male teachers put more emphasis on the effectiveness 
of administrative duties. Badri et al. (2016), in their study of teachers’ PD needs and impacts in 
Abu Dhabi, also identified differences between genders regarding PD needs and perceptions of 
PD impact.  
Findings in this study provide plentiful evidence that in the Vietnamese context female 
lecturers as the subjects of their PD activity suffer badly from adverse effects of many rules. This 
study argues that the root of this difference resides in the Vietnamese cultural notion that 
women should take primary responsibility for the home, yet no policy on PD takes gender into 
consideration in order to offset women’s disadvantages. Many participating female lecturers 
were mothers of young children, which remarkably consumed their time and hindered them 
from attending refresher courses in other cities. Lecturer Chi’s comment that “women are 
usually responsible for caring for their children” was a common view held by the female 
lecturers who took part in this study. Another consequence of this cultural belief is that most of 
the managerial positions in higher education in Vietnam are dominated by males, which 
explains the quantitative finding that female lecturers were more heavily dependent on leaders 
than their male colleagues in terms of participation in PD events.  
Connell (2005) states that gender justice is a universal issue and gender relations are historically 
constructed: “Masculinities and femininities are constituted by women’s relationship with the 
domestic and men’s relationship with the economy” (p. 371). As a result, “public sector 
organizations are gendered institutions” (p. 374). Of course, women can enter management “if 
they do it on the men’s terms, and ‘manage like a man’ – reconstructing their domestic lives to 
suit” (p. 377). This can explain why a large majority of EFL lecturers in Vietnam are female, 
while most managers are male. Of the participants in my study, 83% were female but only 33% 
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of the interviewed academic managers were female. According to Connell (2005), gender 
division of home and workplace spheres has been weakening, but “the bedrock assumption is 
still that women are accountable for the state of the house and the welfare of the children” (p. 
373). Connell calls for gender justice through ‘family-friendly’ policies and “sharing the actual 
load that exists, equality of constraint, and rejection of cultural misrepresentations of the 
situation” (p. 374). However, Connell (2012), in her study into neoliberal globalization, 
masculinity and gender justice, suggests that the picture of gender justice is not pretty, and the 
task of achieving gender equality seems harder because “the deregulation of labor markets is 
not a promising context for more peaceful gender relations” (p. 5). The primary contradictions 
within the PD activity that seriously restricted lecturers’ access to PD as discussed above are 
represented in the CHAT diagram 8.2. 
 
Figure 8. 2 Contradictions within the rules, community, division of labor, and tools that 
affected lecturers’ access to PD 
International research into the factors affecting PD has commonly cited workloads as a critical 
barrier (Adu & Okeke, 2017; Phothongsunan, 2018; H. T. T. Tran, 2016). Meng and Tajaroensuk 
(2013a) report that almost 100% of their participants, EFL lecturers in China, were caught “in 
the dilemma between their training needs and heavy workloads” (p. 1358). Phothongsunan 
(2018) suggests that excessive teaching loads considerably decreased Thai EFL lecturers’ 
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professional progress. My study also found that workloads were one of the most formidable 
obstacles to the participating lecturers’ PD access. This is not a contradiction within the PD 
activity, rather it is an adverse impact of neighbouring activities, dominating the teaching 
activity due to its inherent contradictions relating to, for example, inappropriate division of the 
teaching duty and remuneration. Tran (2016) explains that Vietnamese lecturers’ workloads 
increased partly due to the enactment of educational reforms, such as Project 2020, whereas 
my findings show that lecturers’ heavy workloads were also significantly increased by their 
additional jobs, which they took to supplement incomes due to their paltry salaries. As lecturer 
Xuan said, “They are too exhausted to seriously participate in any PD”. This is also a finding of 
Hartono (2016) Indonesian research. 
My data shows that finance is a tool that exerted marked mediating effects upon every object-
oriented process of lecturer PD. Fertile financial support provides a favorable mediation to 
lecturers’ PD processes; otherwise, their processes are greatly impeded. A large number of 
studies have examined how financial factors impact PD. The OECD (2009), for example, found 
that in countries such as Malta and Slovenia, teachers “paid nothing towards the cost of their 
professional development” (p. 66). Hartono (2016), exploring PD of EFL Indonesian teachers, 
blamed teachers’ restricted PD access on their low incomes. Ho (2016), in her study into the 
leading-for-learning practices of teachers and school administrators in a central province of 
Vietnam, concluded that financial obstructions that limited teachers’ PD access were linked to 
“complex procedures to access funding” (p. 143). Unlike the Maltese and Slovenian teachers, 
the participating Vietnamese lecturers would have to share expenses for many of the PD events 
they attended; as lecturer Anh reported, “Our university only supported travel and course fees. 
The remaining costs were paid by the participants”. In addition, there is evidence to suggest 
that the lecturers were hesitant to access PD as this might lead to the loss of the income from 
their additional jobs during the time they attended refresher courses. 
From the Vygotskian perspective, humans do not interact with their environments directly but 
are always mediated by different types of tools and artefacts (Igira & Gregory, 2009). Lecturers’ 
PD processes are always mediated through the use of particular tools. Some tools are preferred 
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to others; however, lecturers cannot always access their preferred tools, as some tools are 
chosen by their employers or organizers. Numerous studies have investigated types of PD 
activities. In Boston Consulting Group’s (2014) study, for example, American teachers expected 
to experience professional learning that was relevant, hands-on, interactive and sustained over 
time. They were not satisfied with the PD formats that they were offered, and preferred 
professional learning experiences that focused “less on presentations and lectures and more on 
opportunities to apply learning through demonstrations or modeling and practice” (p. 4). 
Coleman (2015), investigating PD activities for school teachers on Vancouver Island, similarly 
found that teachers preferred learning opportunities in which they could “collaborate with 
colleagues, engage in active learning opportunities, gain practical strategies and resources and 
maintain a sustained focus” (p. ii). However, the participants in this study faced a shortage of 
their preferred activities. A large proportion of them expressed a preference for the types of PD 
that feature collectiveness, including workshops, seminars, conferences, and short direct 
training courses; in addition, they also welcomed online PD programs, and doing research 
associated with teaching practice. This finding is comparable with research carried out by H. T. 
T. Tran (2016) in Vietnam, and by Badri et al. (2016), and Girma et al. (2019) in international 
contexts. In Vietnam, lecturers preferred PD formats that reflect the collectivist culture in which 
“people belong to ‘in groups’” (Hofstede Insights, 2019a). The self-study that a large majority of 
my study’s respondents (86%) frequently undertook was also identified by Tran (2016) and 
might be attributed to them having poor access to their preferred formats. 
The last factor that was recorded in my study as contributing to the variation in access to PD 
among lecturers was related to institutions’ implementation of their responsibilities for lecturer 
PD. The data indicates that the participants from only one university (in the largest city of 
Vietnam) out of the five universities participating in the interviews expressed satisfaction with 
their institution’s investment in the development of its staff’s expertise. This investment was 
performed through offering refresher courses, sponsoring lecturers to pursue external PD 
events of their interest, and rescheduling lecturers’ teaching plans to facilitate their PD 
participation. By contrast, the participants from the other institutions reported teaching load 
constraints, qualified financial support, and limited availability of PD opportunities. It is the 
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Vietnam government’s policy that the responsibility for lecturer PD falls on the lecturers 
themselves, their institutions and the government (Vietnam MoET Minister, 2013). However, 
since policy enactment relies on “commitment, understanding, capability, resources, practical 
limitations, cooperation” (Ball, 1993, p. 12), the variations between institutions has led to 
striking difference in lecturers’ access to PD. A lack of resources for teacher and lecturer 
learning is the finding also found by other Vietnamese research by Huynh (2016), H. T. T. Tran 
(2016) and Hoa Thi Mai Nguyen and Nguyen (2019). 
The participating lecturers were caught in a genuine dilemma. Increasing demands were 
imposed on them, yet their responses were met with undervalued agency, poor and unequal 
access to PD, among other conditions. This is further discussed in the next and concluding 
theme. 
8.4. Impacts of the Neoliberal Agenda on Lecturers' Work 
My study provides abundant evidence of EFL Vietnamese lecturers being in a real quandary in 
terms of their PD. Their unsatisfactory options, which embodied constant tensions and 
contradictions, arose from internal and external relations of the PD activity. 
Vietnamese studies unanimously indicate that the Vietnamese government has been making 
strong moves towards the internationalization of its higher education and this is said to have 
been concomitant with a shift towards Neoliberalism (Hamid & Nguyen, 2016; H. Le, 2014; T. T. 
P. Nguyen, 2018). Examples of this are Project 2020 and other national policies that oblige 
lecturers to upgrade their academic degrees and improve their skills in foreign languages and 
information technology. The initiative of public university autonomy that the Vietnamese 
Government has introduced over the last decade as a solution to the perceived inadequacies 
has incorporated what Ball and Youdell (2007) in their study on educational privatization in 
multiple countries, called “innovations, organizational changes, new relationships and social 
partnership” (p. 18). This shift emphasizes accountability, performance management, New 
Public Management, and the outsourcing of particular services such as teacher PD and 
evaluation (T. L. P. Pham, 2013). For Ball and Youdell (2007), the first three features are 
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indicators of endogenous privatization while the last feature is of exogenous privatization: 
“Privatization tendencies provide a new language, a new set of values, incentives and 
disciplines and a new set of roles, positions and identities within which what it means to be a 
teacher, students/learner, or parent, are all changed” (p. 19). “Neo-liberal market ideology has 
been installed as the framework of policy at national level” (Pusey, 1991 as cited in Connell, 
2005, p. 371). Neoliberals “make possible competition in all aspects of being” (Cannella & Koro-
Ljungberg, 2017, p. 155), they impose merit-based pay systems, eliminate those “who do not 
cohere with business-friendly norms” (Lissovoy & Cedillo, 2016, p. 3), and foster “consumerist 
logics of choice and free markets” (p. 2). Consequently, under Neoliberal management, 
lecturers’ professional competencies are increasingly challenged, making them feel 
professionally incompetent and diffident about performing their jobs. This requires them to be 
involved in the constant race to improve their professional qualifications. My study has 
revealed that the challenges that generated the high tensions for the participating lecturers 
included upgrading academic degrees, discharging research duties, and attaining requisite 
language standards. This finding echoes Tran’s (2016) results and is comparable to those of 
D.T.T. Nguyen (2018), which indicated the pressure felt by Vietnamese EFL lecturers to develop 
communicative competence of English.   
Lecturers are also increasingly required to fulfil their research duties, which constituted another 
source of tension for lecturers. Research is always difficult, and many institutions previously 
allowed their staff to teach more hours in return for skipping their research duties, which 
gradually downgraded lecturers’ scientific expertise, as illustrated in lecturer Chau’s account: 
“Research is a mandatory responsibility to lecturers while the majority of lecturers previously 
focused more on teaching”. The job becomes much harder, even unfeasible, when the 
unfavorable conditions for research in Vietnam include inadequate research funding, 
complicated procedures for drawing on any funds (Huynh, 2016; H. T. T. Tran, 2016), limited 
time, and lecturers’ uphill struggles to sustain their families due to their poor salaries. 
As part of the Government’s preparation of the human capital for a globally competitive labor 
market, non-English specialized undergraduates are required to achieve a language standard 
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equivalent to 5.0 IELTS. This seems to add pressure on lecturers as the standard is far beyond 
the reach of almost all students due to the poor quality of the previous language training that 
they received at the school level (D. T. T. Nguyen, 2018). Moreover, many students consider the 
English subject and the language standard merely as burdensome learning obligations (Ngo, 
2015; N. T. L. Nguyen, 2015), not acknowledging that it may benefit their future job 
opportunities. Therefore, “they just learn it in a way that they can pass exams” (lecture Chau). 
Lecturers are caught in a quandary when faced with increasing demands to take responsibility 
for student outcomes. 
My data suggests that the participating lecturers were fully conscious of the shift of higher 
education to the market mechanism, the increasing requirements imposed on them, and the 
obstacles they were facing. Hence, as recounted by lecturer Chi, they expressed a compelling 
need to be further trained: “Working as lecturers, we must always learn more knowledge … 
otherwise, we will be set back”. The quantitative data shows that lecturers wanted to enhance 
all competencies, particularly knowledge of language (87%), knowledge of language learner 
(92%), and knowledge of teaching (93%). These findings extend the results obtained by other 
Vietnamese studies (H. T. T. Tran, 2016; Tuyết Thị Trần & Lê, 2017; Truong, 2015), which found 
that their participants prioritized language proficiency and teaching methodologies. Lecturers’ 
needs for more knowledge of language learners, as found in my study, were reasonable given 
that the education system is operationalized on market disciplines and sets the target for 
students to become plurilingual actors in the global economy (Garcıa & Flores, 2012), thereby 
demanding lecturers be more individually accountable for student outcomes. In reality, though, 
it is a burden when “what students do with language in multilingual spaces is taken up as the 
defining unit” (Garcıa & Flores, 2012, p. 238). 
The participating lecturers greatly desired to be involved in PD, which they expected could help 
them “respond to the requirements of our educational projects in our country” (lecturer 
Duyen). However, they had to struggle to engage in PD due to severe constraints and were 
hampered by a paucity of training opportunities that addressed their needs (Hartono, 2016; 
Hoa Thi Mai Nguyen & Nguyen, 2019; Tuyết Thị Trần & Lê, 2017). The refresher courses under 
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Project 2020 that many lecturers were fortunate to attend exposed numerous contradictions 
within the courses as discussed above, including poor conduct and quality, and disregard of 
trainees’ prior knowledge, needs and practice. Lecturer Duong’s complaint about Project 2020 
courses that ‘refresher courses are often very short and ineffective’ was common among 
participants. This finding is consistent with other Vietnamese research (Anh, 2014; Hamid & 
Nguyen, 2016; Tuyết Thị Trần & Lê, 2017). The low quality of refresher courses has also been 
attributed to contradictions within the community, including trainers with little practical 
experience and understanding (Tuyết Thị Trần & Lê, 2017) and unqualified organizers (Anh, 
2014). In a study on the management of the enactment of Project 2020, Anh (2014) argues that 
its inferior quality resulted from the motivations for conducting refresher courses; the 
enhancement of lecturers’ competencies was not the target, rather lecturers were used as 
instruments for other purposes, such as producing evidence or disbursing.  
My findings agree with those of Lloyd and Davis (2018), who, in their study of a pragmatic 
model of teacher PD in the Australian context, argued that the lecturers’ learning that took 
place in such courses was not professional learning but performative learning. In other words, 
the refresher courses that lecturers were sent to were not driven by practical issues and 
lecturers’ concerns; rather they addressed “managerial and organizational demands” (p. 93). 
These courses were about producing evidence in a performative culture, in which actors 
prioritize collecting evidence for inspection processes based on checklists, quantitative terms, 
and pre-determined and measurable criteria (Brown, 2015). The collection of evidence 
consumes so much time and energy that it ignores what cannot be measured and “drastically 
reduces the energy available for making improvement inputs” (Brown, 2015, p. 3).  
As higher education in Vietnam embraces the means and ends of Neoliberalism, in which 
education has become a commodity for parents and students to choose freely, lecturers are 
increasingly trained in the professional qualities that employers expect, “leading to imposed 
professional development schemes from above” (Snoek, 2010, p. 7). It seems that lecturers can 
only act “within a moving discursive frame” (Ball, 1993, p. 15) that this discourse makes 
available to them. With performative learning tending to become part of their profession, 
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possibly placing them “between a rock and a hard place”, this is the situation in which lecturers 
are caught. However, my data shows that lecturers presented a great resilience and ability to 
negotiate dilemmas; for example, 86% of respondents frequently involved themselves in self-
study. As Snoek (2010) urges, “Professionals need to control their own work given the ideal-
typical character of the knowledge and skills they use and their right of discretion” (p. 7). 
In summary, this chapter has discussed and analyzed significant findings of the study under four 
themes: lecturers as model ethical and knowledgeable individuals; lecturer agency; lecturers’ 
access to PD; and impacts of the Neoliberal agenda on lecturers’ work. As Vietnamese lecturers 
are culturally and legislatively expected to be exemplary ethical and knowledgeable individuals 
for their students and wider community, this became the target of the participating lecturers’ 
PD. Lecturers’ agency in their PD seems to be undervalued at the national and institutional 
levels, yet at the individual level lecturers demonstrated that they could act as full change 
agents. Lecturers’ access to PD was seriously hindered owing to innumerable constraints, 
including possible social injustice relating to the allocation of PD opportunities within faculties, 
and between institutions, regions and genders. The participating lecturers were in a real 
quandary in terms of their PD due to growing demands imposed on them as a result of 
neoliberal ideologies on the one hand and the challenges and obstacles that they had to 
respond to on the other. This chapter provides the basis for implications and recommendations 







In the eight previous chapters, this thesis has set the context for the study, stated the research 
problem and objectives, justified the theoretical framework and methodological approach, 
analyzed data and discussed major findings. These findings make a substantial contribution to 
the body of knowledge on PD of EFL lecturers in Vietnam, and are prospectively beneficial to 
various stakeholders, including lecturers themselves, policy makers, educational managers, PD 
program designers and trainers, and organizers of PD events. This chapter summarizes the key 
findings of the study, identifies its implications and limitations, and suggests directions for 
future research. 
9.1. Overview of the Research 
The PD of EFL teachers and lecturers has been emphasized in Vietnam over the past decade in 
response to the Government’s reform of foreign language teaching and learning in higher 
education. This study is timely because even though there have been widely controversial 
issues around PD of EFL lecturers, this activity has scarcely been investigated, particularly at 
regional and national levels.  
The PD of EFL lecturers in Vietnam is mediated by political, societal, cultural and historical 
factors. For this reason, this study employed Cultural-Historical Activity Theory (CHAT), 
supplemented by Ball’s (1993) policy analysis framework to develop a deeper understanding of 
these underlying factors. A sequential mixed methods approach was used to elicit quantitative 
and qualitative data in order to develop contextually specific, empirically grounded, theoretical 
insights into EFL lecturer PD. Each of the political, social, cultural and historical dimensions of 
EFL lecturer PD activity is synthesized below. 
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The Political Dimensions of EFL Lecturer PD 
This study’s findings indicate that the shift over many decades in the dominant foreign 
languages in Vietnam, from Chinese to French, to Russian, and now English, has materially 
influenced the political dimensions of EFL lecturer PD in this country. Most of the foreign 
language teachers in Vietnam were trained to work as teachers and lecturers of Russian in the 
1980s and early 1990s. As a result of the collapse of the Soviet Union and the Communist bloc 
in Eastern Europe, these educators undertook additional courses in English and then worked as 
English teachers and lecturers. As veteran educators need further training to perform their jobs 
well, but, as this study found, they tend to avoid contemporary collective PD activities in which 
their incompetent language skills would become apparent in pair or group work. 
The data suggests that the Vietnamese Government's orientation towards internationalized 
education, which is driven by Neoliberal impulses, has determined the political discourse for a 
range of policies that have substantially impacted lecturer PD. These include regulations on 
lecturers’ personal attributes and professional standards; regulations on working conditions; 
new requirements for lecturers to complete doctoral studies; and policies on lecturers’ 
language standards and how to improve their professional competencies. Many policies on 
standards were devised without practical considerations, so lecturers have to cope with 
intolerable pressure as they struggle to respond.  
This study found that the enactment of many policies featured top-down imposition, 
centralization, arbitrariness and disconnectedness between different units and different levels 
of the political system, causing colossal waste and inefficiency and making lecturers feel 
powerless, anxious and suspicious about the policies imposed on them. As well, there were 
marked variations in the enactment of many national political missions relating to lecturer PD 
at the institutional level, such as regulations on lecturers’ working conditions and institutional 
responsibilities for lecturer PD, which distorted policies, restricted many benefits for lecturers, 
and led to radical differences between individual lecturers’ PD opportunities and motivations. 
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The growing number of Government and institutional requirements for the enhancement of 
lecturers’ professional competencies, and for their accountability as a result of the 
internationalization of education, has led to a critical need for further training. A large majority 
of this study’s participants reported that they had engaged in PD because of these 
requirements. They also stressed the indispensability of PD to help them further develop their 
competencies, particularly knowledge of language, knowledge of teaching and knowledge of 
language learners. Regrettably, they realized that there was no guarantee that they would get 
high-quality PD training, which drove most of them to self-study as a solution. 
The Social Dimensions of EFL Lecturer PD 
The social dimensions center around five major issues that were identified as radically affecting 
lecturer PD: assignment of PD responsibilities and distribution of PD resources; lecturer salaries; 
workloads; finance; and gender inequality. 
Government policies state that the responsibilities for lecturer PD belong to the lecturers 
themselves, university faculties, institutions, and the Government. The provision of refresher 
courses is divided between faculties, institutions and the Government, while PD expenses are 
shared between lecturers, institutions and the Government. However, this study found wide 
variations in the ways that faculties and institutions implemented their responsibilities for 
lecturer PD; allocated PD resources and conducted refresher courses. As a result, there was 
substantially unequal access to PD by EFL lecturers in different institutions and regions.  
The requirement that lecturers share the costs of refresher courses and other PD events made 
them hesitant to participate due to their difficult personal financial conditions. Lecturers 
reported that their low wages did not enable them to make ends meet; consequently, most had 
to take on additional teaching hours or additional jobs to supplement their incomes. This 
considerably increased their workloads, limited their available time, and left them too 
exhausted to seriously take up any PD. Moreover, poor pay could hardly encourage lecturers to 
study further.  
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This study found that female EFL lecturers were particularly vulnerable to leadership factors, 
professional requirements, and where and when refresher courses were conducted. 
Furthermore, this study found that no national policy relating to lecturer PD takes gender into 
account, which means women tend to be treated unequally in terms of PD as they are more 
disadvantaged than men in accessing PD due to societal expectations in Vietnam that place the 
responsibilities of child-rearing and domesticity firmly on the shoulders of women. 
The Cultural Dimensions of EFL Lecturer PD 
This study offers solid evidence that culture is a crucial dimension to EFL lecturer PD. In part 
due to the influence of Confucian philosophy, Vietnamese people are said to value knowledge, 
be studious, and have great respect for teachers, whom they regard as ethical and 
knowledgeable individuals. That this cultural influence has substantially shaped the 
participating lecturers’ professional activities and their PD is reflected in the findings that they 
particularly valued PD, expressed a critical need to be further developed in all professional 
competencies, and frequently involved themselves in self-study. 
The data indicates that the PD undertakings of a large majority of participants were radically 
affected by implicit and unwritten institutional rules such as leaders’ peremptory commands, 
power differentials and personal relations. It is argued that these demonstrate an arbitrary 
leadership culture within many institutions. Interestingly, this study found that this culture is 
more evident in the North and the Centre and Western Highland regions than in the South. 
As mentioned earlier, family commitments were indicated as a chief obstacle to female 
lecturers’ involvement in PD. Like the leadership culture, the cultural belief that women are 
accountable for the domestic sphere was also found to be more evident in the North than in 
the South. Another cultural finding of this study that there was more intervention of family 
members in other members’ professional affairs in the North and the Centre and Western 
Highland than in the South, as discussed earlier, the former feature more of the Eastern Asian 
culture while the latter is partly influenced by American and French colonial cultures. This 
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means that the PD involvement of lecturers in the North and the Centre and Western Highland 
was affected more by families than that of Southern lecturers. 
Culture is also shown in the types of PD activities that lecturers took up. Collective activities, 
such as direct refresher courses, workshops, seminars, and conferences, were reported as their 
preferred types of PD, presumably reflecting the collectivist culture of Vietnam, while the 
frequent involvement in self-study of a significant majority of participants might suggest the 
Vietnamese culture of studiousness and an indication of a deployment of agency to offset 
unsatisfactory institutional PD provision.  
The data shows that the participating lecturers tended to avoid peer teaching observation, 
which is a mandated professional activity and a very useful type of PD. This activity is often 
followed by an evaluative session and observation reports, which, considering how the 
Vietnamese people culturally value the preservation of social harmony, might damage 
lecturers’ collegial relationships and affect their annual reviews.  
The Historical Dimensions of EFL Lecturer PD 
The historical dimensions of EFL lecturer PD are intimately connected with many of the political, 
social and cultural features delineated above. The data indicates that the historical differences 
in foreign colonization of Vietnam’s regions has affected lecturers’ involvement in PD. And 
while the influence of Confucianism on the Vietnamese has shaped lecturer identities culturally, 
the hegemonic influence of the US in recent decades has led to the use of the English language 
by many lecturers who were initially trained in other European languages. This later shift has 
foregrounded the critical need for PD of EFL lecturers. The adoption of English as the 
predominant foreign language and a key factor for the development of Vietnam can be 
considered a historical result of a “global cultural flow” (Appadurai, 1990, p. 296). Another 
historical, and at the same time political, impact on lecturer PD is Neoliberalism, which was 
introduced from Europe and the US and has continued to have a very strong influence in the 
educational sector for the last few decades. This economic philosophy, which has been installed 




The findings of this study carry crucial implications for maximizing the PD of EFL lecturers of 
non-English specialized students in Vietnam. The following recommendations are aimed at five 
major sections of the higher education community: policy makers; educational managers; PD 
program designers; PD trainers and organizers of PD events; and the subjects of the PD activity, 
the lecturers. 
Policy Makers 
Policy on academic degrees requires lecturers to hold master’s or doctoral degrees. Lecturers’ 
attempts at doctorates are financially assisted by national policy tools, while the attainment of 
master’s degrees relies on individual endeavors. This study proposes that policy makers assist 
lecturers in their pursuit of master’s degrees, as these are long and costly courses. 
The findings show that policies without practical considerations generated considerable 
pressure and anxiety for lecturers and did not achieve their expected outcomes. Such failures in 
formulation and enactment of major policies relating to lecturer PD necessitate serious 
consideration of practice, including lecturers’ working and living conditions, their abilities and 
their aspirations. Lecturers’ autonomy and agency also need to be properly valued; if their 
competencies are to be enhanced, they should be able to choose the refresher courses they 
want to participate in.  
Policies also need to carefully consider gender to ensure equity, in particular the rights to PD 
access of female lecturers, who are culturally expected to bear a greater load of housework and 
childcare. The current situation at HEIs in Vietnam is that EFL lecturers are mostly female while 
the majority of managers are male. Given that male management may sometimes not facilitate 
female professional aspirations and performances, policies should be devised to encourage 
female lecturers to enter management.  
An intimate connectedness between the units and levels of the administrative system is critical 
for the effective enactment of policies. This would contrast with Decision 911, a policy that 
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assisted lecturers in pursuing doctorates but was unknown to many lecturers mainly because of 
the disjuncture between the levels of management enacting it.  
The current salary policy needs to be revised to properly recognize the high complexity and 
intellectual requirements of the tertiary teaching profession, ensure lecturers’ essential living 
needs, and encourage their further study. As well, policies on tenure and salary increments 
should create career progression incentives that encourage younger lecturers’ pursuit of 
further study and revitalize veteran lecturers’ enthusiasm for PD. 
Educational Managers 
It is advisable to limit top-down impositions of policies and imperatives that do not consider the 
severe constraints and other conditions that lecturers face. Additionally, the implementation of 
policies needs to take gender into consideration; this study offers solid evidence that female 
lecturers may be more vulnerable than their male colleagues to factors such as leadership, 
professional challenges, and the scheduling and locations of refresher courses. 
It is necessary for national regulations on lecturers’ teaching hours and research hours to be 
strictly complied with at universities so that lecturers can balance these two prime duties. The 
current heavy emphasis at many universities on teaching, with limited or no involvement in 
research, may produce long-term adverse consequences by limiting the potential for 
developing new knowledge and expanding the scholarship of teaching. 
It is vital to have a clear assignment of responsibilities for lecturer PD and mutual agreements 
between levels of management, with special attention to lecturers’ agency so that they do not 
fall into passive PD situations but instead are informed well in advance about upcoming courses 
and permitted to choose courses of interest.  
The current allocation of PD resources, training opportunities and financial support appears to 
be arbitrary and baseless, generating considerable inadequacy and social injustice. This 
necessitates a change in the distribution of PD resources that is based on serious considerations 
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of practice to ensure equal access to meaningful PD by lecturers of diverse genders, ages, 
positions and from different institutions and regions. 
It is advisable for institutions and faculties to intervene further in lecturers’ work schedules to 
better facilitate their participation in PD. This study found that workloads were reported by 
almost all participants as a formidable obstacle to their involvement in PD. 
Institutional management needs to improve in order to facilitate and encourage lecturers’ 
involvement in quality PD. Current management systems that consider PD an administrative 
duty that is performed to produce evidence for inspections or audits seem to discourage, 
confuse and challenge lecturers.  
Institutional managers, together with lecturers, should consider ways of making English more 
relevant and purposeful for students’ learning and raising awareness of the critical importance 
of foreign languages for a future multilingual labor market. Currently, students do not use much 
English in their daily lives or studies, so they learn English as just another subject and consider 
the language standard imposed on them simply as a burden. This poses considerable difficulty 
for their lecturers.  
PD Program Designers and Trainers 
This study found that lecturers showed compelling needs for further training and were 
immensely enthusiastic in attending courses that addressed their needs. However, current PD 
programs seem to be built on the intentions of designers, managers or employers, who are 
detached from lecturers’ practices and, as a result, fail to adequately meet their professional 
interests and needs. Thus, there is an urgent need to adequately consult lecturers, about their 
teaching practices and prior knowledge. PD designers in Vietnam should also consider regional 
variations, as this study found a noticeable difference in lecturers’ needs between regions.  
Lecturers expected PD trainers to be experts in the field who would understand their needs and 
practices, demonstrate and model knowledge rather than presenting and lecturing. PD trainers 
should address the problems and challenges that EFL lecturers encounter in practice and ensure 
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training programs are sufficiently designed and conducted to respond to lecturer needs and 
enhance their teaching competencies.  
Organizers of PD Events 
Refresher courses should be equitably organized and distributed across regions to facilitate the 
participation of lecturers from various locations of the country. This study found significant 
regional differences in lecturers’ access to the tools of Project 2020. Regional considerations 
also need to address the factors that influence lecturers’ involvement in PD. For example, the 
data suggests that Northern lecturers’ PD involvement may be hindered more by their family 
commitments than that of their Southern colleagues. PD organizers are also advised to take 
lecturers’ schedules into account as lecturers cannot usually attend courses during peak 
teaching periods.  
It is recommended that PD organizers provide the various types of PD activities preferred by 
lecturers, such as workshops, seminars, conferences, short and direct training courses, and 
online courses. In addition, age should be taken into consideration in offering PD opportunities 
as this study found that lecturers of different ages tended to prefer different types of PD 
activities. For example, it was found that collective and formal PD is preferred by junior 
lecturers but avoided by their veteran colleagues. 
EFL Lecturers 
Lecturers are advised to be aware that internationalized education, which embodies 
Neoliberalism, imposes rising demands on them and constantly challenges their professional 
competence. In order to ensure their job security and control their own work, they need to be 
proactive in their PD to maintain and develop their skills. In addition, lecturers need to promote 
their agency in their object-oriented processes so that they can initiate changes rather than 
passively follow them. Some of the refresher courses they are sent to may serve their 
performative learning but not their professional learning. Expected outcomes can only be 
achieved when lecturers are the agents of their own activities. 
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This study found that junior lecturers perceived PD primarily as a tool to develop their 
competencies. They should be conscious that PD is also an essential tool to enhance their 
career prospects and build effective learning cultures and professional networks. 
9.3. Limitations and Recommendations for Future Research 
In the process of reaching its objectives, this study exposed a number of limitations relating to 
the theoretical framework, methodology and research scope that might be improved in future 
research. 
In relation to the theoretical framework, this study principally employed the second generation 
of CHAT to explore the intrinsic nature of the EFL lecturer PD activity. While the third 
generation of CHAT was not fully adopted, some of its concepts were used to capture the 
impacts of neighbouring activities. However, this study did not examine in detail the 
relationships between the lecturer PD activity with, for example, lecturer teaching activity, and 
student learning activity. Such a direction of research requires intervention in practical activities 
and is thus more suitable for a case study. Another limitation of this study that is related to the 
theoretical framework is an in-depth critical examination of gender equity in EFL lecturer PD. 
This study found that gender is a critical issue in lecturer PD. It is clear from the findings of this 
study that adequately addressing gender will substantially contribute to the enhancement of 
the lecturer PD in Vietnam. Although the focus of this study was on broader CHAT dimensions, 
the quantitative and qualitative data elicited from the participants shed light on the challenges 
faced by EFL women lecturers in different regions of Vietnam. However, there is an urgent need 
for a larger scale and more in-depth study of gender equity in EFL teaching, a sector where 
women are over-represented in Vietnam.  It is therefore highly recommended that gender be 
taken up in future research so that it will be more closely examined and so that a more 
significant contribution to the field is made. 
Although this study has generated substantial data, the data analysis revealed that some of the 
issues raised in the quantitative phase were not fully addressed in the qualitative phase; for 
example, the reasons lecturers tended to choose one type of PD activity but kept away from 
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another, or valued one role of PD more than another. Future research could investigate such 
questions to provide additional information about what lecturers consider to be best practices. 
Although the research design aimed to recruit a demographically representative sample of 
Vietnamese lecturers and managers to participate in the research, to reflect diverse regions, 
experiences, genders, ages, degrees and positions, the sample of 125 participants reached is 
not large enough to infer generalizations to the wider Vietnamese context of Lecturer PD. 
Therefore, further research is required so that the significant findings that this study has 
produced can be examined in the context of a larger mixed-methods study.  
A further limitation is the fact that this researcher was not able to access any university rectors 
and PD organizers; in addition, institutional policy documents and PD programs were 
inaccessible as they were not available online and the participants were unwilling to provide 
them. Instead, information about and reflections on these community members and 
documents were offered by the participating lecturers and managers. Such stakeholders and 
documents could be utilized in further research to enrich understandings of PD in this context.  
This chapter has summarized the study by concisely presenting a brief discussion of the key 
research findings, specifying the study’s contributions, implications and limitations and 
suggesting future research. The researcher has high hopes that this research will soon be 
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Appendix 18 – Post hoc Tukey Tests 
 
 
 
 
